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_ provide additional suppppt'for increasedhand systematic efforts

v

» ', . Chapter 1
' : TNTRODUCTION . .

o

Standard preschool achievement tests. have been found to be only some-

what predictive of later academic performanqék\ Since a child's school per- .

- ~

" formance is Ynfluenced not only.by what he knows but by his attitudes and

motives, consideration of variables from the affective domain;(e.g., achieve=-

. v

ment motivation, sélf-esteem) might improve predictions of academic success,' -

5

If such variables were found to be important predictors, either by themselves
or in interactisn with other variables, they might be valuable in the early

identification of children iikely'to experience difficulties in academic

achiévement. Furthefmore, more complete kndwledge of the relations?ip of

. these affective-social variables to later school achievement might help guide

-

the implementation of Head Start and other preschool programs designed to
facilitate later achievement by encouraging the child's development in these

areas. Forvgxample, the finding that individual diffefences‘in early

. measures of self-esteem are predictive of later academic achievement would

o

to raise -

self-esteem. Similarly, a preéchool program that claimed it was successful

"because it increased children‘s’achievement’motivatiqn“might be considered

%, fi . _
truly successful only if measured achievement motivation could actually be*

Q . 1 ° h

shown to predict’ subsequent achievement. . oo °

achievement measures are

¢ -

Since pfeschool children's performgnces on

themselves influenced by affective states of the cﬁild while taking the test

~

(Zigler & Butterfield, 1968), it is unclear ﬁhepher indépendent assessment of .

relevant affectivé variables would increase predictions to Iater EchiéVement.

One would expect such indepen@ent predictions for newly emerging affective

< .
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feelings th%f have not had an bpportunity to infldence the early‘achievementll

scores. Indeed, a number of investigations report significant incremental -
¢ . ‘ T V '

3 . . .- * . o . o,

validities for affective measures*over what could have been predicted solely

from aptitude or achievement testS (eag., Cattell Barton & Dielman, l972’- ¢

Khan, 1969). \Nearly all such studies, however, involve children from the

1

* third grade level or beyond. o > . e o s

. .3 «

There is some research, however, which assesses the ability of measures °
of self-egteem at the preschoolforokiﬁdergarten level‘to'predict later- school

-achievement. One example 1is a study by Wattenberg and Clifford?(l964), who

Y
Y-

related ratings of self-concept made at the beginning of kindergarten with

. reading test scores two-and-a-half years ‘later. Self-concept scores were
<

- .

obtained from judges? ratings of tape-recorded remarks made by children while

draﬁingvpicfures of their families and responding to a specially constructed

-

incomplete sentences test. For their measure of self-esteem (Quantified Self-

Concept [Good~ Bad]), significant predictions to the reading score (at the

‘ ]

.05 level, one-talled) were found in only four of the fourteen subgroups

in their analysis; the magnitude of the correlaeions was not reported.
’

Ozehosky and Clark (1970) found higher kindergarten achievement (Metropolitan

ReadinessJTest) in a group of children rated high(in self-esteem than in
a low rated group. However, the criterion 'groups were extreme (the highest
’ i

and lowest 50 children'out of an initial sample of 1042) and the relationship

or lack of relationship for the majority of the children is therefore unknown.

-

' Research relating early iqdicators of achievement motivation to actual
early elementary school achievement also has been very limited, due largely to
a lack of adequate measuring instruments of early motivation. Assessment pro-

cedures,that work well with _older children and adults may not be feasible or

3

-
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valid with young children.- EVen With a group of first through third grade

l

. children that vasg. well aboVe average in inﬁelligence, a TAT measure of n L

achievement was found to have no relation#hip to subsequent measures of . : -

~,

achievement (Crandall, Katkpvsky & Prest;n, 1962). Of the five other moti-

vation-related variables in that study,[the only one significantly related to -
. ’ ’ / - - ..
. / % :
’ ‘\ reading achievement was the Children's;Intellectual Achievement Responsibility
.. .’!

,c

.-

Questionnaire, and then only for boysf The issue of incremental'validity was s
. T . . Y . . an
not’ discussed. One attempt to asse37 achievément motivation directly in -

x4 . S

preschool and kindergarten children és an objective-projective technique

known as Gumpgodkies that is designqd to elicit choices between alternative ’

-

behaviors’ that reflect differences invmotivation (Adkins &.Balliff, 1970).

While the authors proviée some evidence .of concurrent validity,hevidence on N
& . o ® .
predictive validity is 1acking A commercial version of Gumpgookies,.Animal :P
Crackers, is currently being nationally marketed in a research edibion,m
: . although no informationiis yet available on its ability*to predict school

”
» °

L' -

achievement.

" Another approach to the assessment of affective and social function-

- [

ing in young children is the use of teacher or observer ratings._ For
Qexample, Kohn and Rosman (1974) found that kindergaréen ‘teacher ratings of

two hundred and nine lower—;and middle-class boys on three social;emotional

‘variables (Apathy-Interest,;Anger—Cdoperation,_and.Task_0rientation)“were

significantly related.tp .achievement in second grade, especially for the _
: 5 . ‘ y ' R Lo .

Task Orientation score. However, when kindergarten measures of cognitive  *

c . ‘ ) ‘ . . . a . & .

functioning were included first in the prediction equations the affective- ) -

.social variables did not significantly add to predictions of arithmetic

or word knowledge, and contributed only an- additional 3% of the variance

3 By
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" for predictions of reading achievément. Pusser .apd McCandleBs (1974),

. N
9 A -~ o

with a longitudinal samg&e of economically disadvantéged children, used

MO L

'a dumber of factor analytically—derived&-socialization dimensions" to
. ooy ’ e

k]

predict achievenent at.the enﬁ of second grade from data obtained while.

Rl o f

the children were in pre-kindergarteh classes. After entéring scores -
' 4 ..
" from the verbal‘facility factor in a multiple regression, a factor called

] ¥y & A N

coping with anxiety by aggression contributed significantly to the

mulfiple correlation for girls. ” "This fdctor 'was defined largely’ by the
V. j . . v . .

- preschool'teacher's rating of aggression. For_hoys, ohly,the,"aliendtién"'

" teacher ratings, and more ‘direct measurementAof,these variables was not

@

14

either from an individual child test'or from teacher ratings.

factor added significantly to the. prediction. High loadings on this

factor were from the children s Seif—Social Constructs test-(Long &

v

Henderson,.l968). L e Ce ) ' .

. ‘Previous‘investigations of the relationship 6anffective7social be~ -

' ) L . oy, e &, @ - . .
haviors' to later. academic performance were necessarily.limited. by. the lack’

PR - . . - ©

of a longitudinal data base that was relatively cqm;rehensiie with respect

"to children sampled or variety of measures included. For example, Kohn

and Rosman's (1974) saiiple was limited to boys living in ‘New York City,
and possible sex or location differences,obvi0usly could not be discussed.
Further, ﬁohn.and Rosmanls affectibe-social»measures.were 1imited to

<

» ) . . ©
» . . .

attempted. - Pusser and.McCandless (1974), with their sample limited to

low-income Atlanta children, hadino measure of achievement motivation

S

The ETS Head Start Longitudinal Study provides a relatiGe 1y comprehensivéf

data base for investigating this question. ‘Singe in the Longitudinal Study

an attempt was made to assess the same variable.by a varietykof technidues,

By . ) £ .
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HM fferent ways. of measuring’the same trait can be contrastéed and compargdffr

« -~

. PR L . d . ’
Thus, for example, teacher ratings and self-report$ of achievement motive-
N . . -.\:,.

, tion can be cdmpared-‘the amount of overlap in:the two assessment,;techniques

? > . e

noted, andethg relative predictive efficiency of the two. techniques explored
The predominant though not exclusivaly, low—income sample of hothpboys and
girlsfrom'urban and ;;ral areas permitslthe invggtigation of the affective
and social predictors of‘academic achieWement in a group thatéhistoricallY;

,has had serious problems in. the school %chievement ared,

a

For. the burrent report then datalfrom the ETS-Head Start Longitudinal

a

: o A -

relationship of meaSures of self-.

4 ﬂ .

Study were analyzed to determine {l) th%

,esteem and achievement motivation obtained in the Head Start year, kinder-

PN N &

garten,'and first grade to reading and mathematics achievement in the third

- ,~ -

grade, and (2) whether such measures can improve predictions made solel} e

a® e
- \ . @
PR -~

from a preschooInachievement measure. ’A criterion measure of problem-

’

solving‘ability also-was included in order to investigate_possible differ--

ential predictions when compared to the more. directly school-oriented

achievement measures. Given the  aims inherent to the Longitudinal Study,

Q

partitular focus was on (1) the relationship‘of these fihdings to whether

the child‘attended Head Start and\(25'the7extent ofjgifferential predic-

tion for Head Start childrenfof;varying“characteristics.

’

site (Lee County) and»a_prékindergarten program'in the two,urHan.study'sites

(Portland anu Trenton) , all analySes were run’ separately in the urban and N:

v

rural sites. In addition co these major predictive analyses that investigated

relationships for those children who actually attended Head Start classes, o

S

Since Head Start was a kindergarten*level”program,in the one’rural‘study o

L




- supplementary analyses contrasted relationships-yithin:the Head Start sample

.determined had not attended any preschool program.. Due- to .the success "of

the Lee County Head Start program in enrplling eligi%le cﬁildren, there were

~lations, analyses at each step were, performed separately by sex.

-level, respornse tempo, cooperativeness) assessed in the spring prior to

e
.

™

. . " 1 " s .\ : -,
to relationéhipé’for children‘who‘had not attended Head Start. - In~th% urban
* ‘ £ ,
. * N " LY
sites this comparison _group consisted of children who aé far as cquld be R

i ot

- ! - -

.
-,

« F

too few.children in that site w1th no preschool experience to allow meaningful

-
)

' o
comparisdns. However, there were a number of middle-class white children in .

. Lee County who attended non-Head Start preschool programs While differential

-
.

patterns of correlation for this group compared to the Head Start grogp are of
interest, it is impoSsible to determine whether such-nifferences are caused - S

by the Head Start experience itself-or by other procedées associated with

SES/rade differences. Since previous research suggested the existence of

Tt

sex differences in both mean level comparisons and pattezns of.intercorre— s
G t ' . . _‘. .

»

The current analysis also investigated the possibility that certain = - e

. - L3

child characterisEics interact with measures of self-esteem and achievement o
motivation in predicting third/grade achievement. Specifically,'this set\\ :;.

of analyses was-designed to determine whether differential predictions from

u

'the self-esteem and achievement motivation scores in the Head Start|year L

would be.found for children With diffefentfentry characteristics;(cognitive

¢ * -« o

Head Start entrance. - o — Y-

. -

In su%sequent chapters of this report. the following are discussed ) o B ;1

Chapter 2, the sample, 3, data collection and processing proCedures, 4 measuresaf-‘
> . :

selected, and 5, relationship of affective and social meznges to cognitive—

- <

’
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Chapter 2

-

: SAMPLE - *

°

<

The sample‘for the current report is a subsample from the ET$-Head
étart Longitudinal Study. Sample selection proceduresjandkinitial Sample
characteristics for the Longitudinal Study are presented in PR-]l-l9;
(shipman, 1971). Briefly, in the fall of 1968 four reglonally distinct

communities were selected which (l) had sufficient numbers of chiddren in o

<

' grade school and in the ‘Head Start program, (2) appeared feasible for

longitudinal study given expressed community and school cooperaLiOn and

expected mobility rates, and (3) offered variation in preschool and primary .

=R o

grade experiences., The study sites ¢hosen were Lee County, Alabama; Portland,

T

Oregon; St. Louis, Missouri; and. Trenton, New Jersey. Within these commun—

,ities, elementary school districts with a'substantial proportion of the

.,population eligible for Head Start were selectéd. In each‘sehool districtﬁ

an attempt was made to test all nonphy ically-handicapped English-speaking

-

children who were expected to enroll in first grade in the fall of 1971 (i. e,

/.

children of apprbximately 31/2 to 4 1/2 years of"age). :

In 196Q mothers.were interviewed and children tested prior to their*"

1

' e . . e o
. enrollment in Head Start or any other preschool program. »For~this initial

four-site sample at leasc/Partial data were obtained on a total of 1875

‘children, with Lee County and Portland constituting 60% of the sample.

3

Sixty-two percent of the sample was black with boys compriSing'SBA of the3u

<

overall qample, 54, 5/ of the black sample,gand 50.5% of the white sample.

For the three sites in which children had the- opportunity to attend Head
Start in the second year of the study,b(1969- l970), 37 2% of: the sample at-"
tended Head Start 11% attended other preschool program%ﬂ and Sl 8% had no

known attendance in Head Start or other preschool programs. ln Lee County,

L

.

[ ° . - Y

L=
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where Read Starthwas_a kindergarten'program, 41.7% of the'initial‘sample
attended Head Start, 19.17% attended other preschoul programs, and 39.9%

_had no known attendanCe/in Head Start or other preschool programs. 'While

racial composition of the Head Start sample varied by site, substantially
" more blacks than whites attended Head Start; only 13.37% of the children

enrolled were white. For a variety of reasons, the St. Louis site was

toa

dropped in the tHird year of the study and the 353 subjects there lost

L]

from further longitudinal study. By the end‘df the fourth year of the

<

study in June 1972, the longitudinal sample consisted of 1086, children

in three sites. In June of l974{ the six-year longitudinal sample con-
tained lOlT children in three sites. Thus; except for the loss -of St. Louis,
attrition over six years was limited té about one-third of the original v
sample, with losses distributed equally across sexes and sites, but_relaf

tively greater for whites.in each site. The six-year 1ongitudinal sample

k4

- . went from 6ZA to 727 black across, sites.

o The current analysis focused on children from the longitudinal sample
who had complete data and valid_scores on Year 6* Cooperative’ Primary Tests ) 5
. .. ' i

14

\ . plus at least one of the relevant measures from the first four years of the
studya The Cooperative Primary Tests were group administered only in

"target" classrooms (i.e., classrooms containing SOA 'or more children who

o

&

had been previousiy tested) Some longitudinal children, though Iocated

“-% -, *Throughout the geport "Year" refers to year of the Longitudinal Study. ,
S Year 1 = 1969 (child age 3 1/2-4 1/2); Year 2 = 1970 (child age 4 1/2-5 1/2);
e Year 3 =-1971 (child age 5 1/2-6 1/2); Year 4 = 1972 (child age 6 1/2-7 1/2);
R Year 6 = 1924 (child age 8 1/2-9 1/2) For the measures in this report,
- testing was conducted in the spring of the year. The Schaefer Classroom o
. Behavior Inventory, which teachers completed was_ obtained in the fall,of
Year 4 and in the spring of Year 6. :

.. B

.
LI
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" for individual testing, were no longer in target classrooms and therefore .
were excluded from the sample for thefcurrent analysis. #In.addition'to

simply‘moving out of the district,‘the most frequentnreasons for‘nollonger

2

being in target classrooms were failing.or skipping a_grade,. enrollment in

1

a private/parochial school, and,;in Portland, exercising,the option available

there to be bussed to a different elementary school. . .:

¢ : . X . ‘ .
Given the similarity of preliminary findings for Portland and Trenton,

%

. data from theseltwo sites were pooled to form a combined urban/northern
sample,' Lee County isEa'basically rural southern countyﬁinnwhich Head Start
was a Kindergarten level program, rather than a’ pre-kindergarten program

as it»was in the urban sites. Therefore, Lee County was treated separately

in.all‘analyses. ‘'For simplicity of presentation, Portland and Trenton are

] k3

referred to as the urban sites and Lee- County is referred to as the rural site;

however, the reader should remember - that Lee County ‘differs, from Portland and -
N ¢ \

Trenton in more‘than just its level of urbanization. A description of the‘
three sites may be found in PR 69-12 (ETS 1969). Due to the small number

of white children with the~pecessary scores who had attended ‘Head Start and

AF' -
(3

the fact that this small group of white children Had somewhat different

" background characteristics, they were excluded from the sample for this
report; For the 'same reasons, the subgroups'for theléupplementary analyses
were‘made\homogeneous with respect to race.: Thus, white children were
excluded‘from.the.QNo Preschoolf’group,.while‘black children were excluded'
from the COther Preschool"-group; :In‘the=urban sites, the "No PreSchool"

group consistéd of study children for whom local study coordinstors could -

find no evidence of attendance in any nursery school or day care program’

* k]
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5 T

) during 1969-70 (i.e., the y;ar before kindergarten entrance). It is possible,
however, that a few children 1£;thié caﬁegory actually atteﬁdéd preschool.
In Lee County the "Other freschoolﬁ catégory includés children known ;o'

' ' have attended preschool pfgérams_other than Head Start in 1970-71; private. -
.kindergartens wére.cbnsidered'preschools for this classificatioﬂf‘ 95 noted"“ .
ﬁreviousiy!-there were too fe; blaék chiidren in fhevurban'sites with other

B ;xeschool expgriénce‘énd in the rural site ﬁith.no preschboi experience to
allow for meaningful COmparisbns.. Table 1 presents tﬁe ﬁumber of qhildfen ‘

“ in each s;béroup for-the present report. .
. B o - Table 1
\ ' Number of‘Saﬁplg-Children Classifiédvﬁy .
kl Preschool Agtenda;ce Cétegbry; Sex, and Sité N
C - : . ’ . . ! . .'J s
N | Urban (Portland and ngnton) kural_SLee“Coungy)'
;7 " Head Start Boys . 90 S e L :
' Girls . - 7. - 72
. ‘ _ , : o -  § -P
No Preschool "JBoyg o ~ 28 0 — | . .
N ’ Girls % o et )
) Other Pfeéchoql Boys 5“ . E - L 41 \
R Girls » R ”~". - )

~ 'Note. All boys and'giflslin "Head' Start'.and ''No Preschool" éafegories
2 are black; all boys and girls in "Other Preschool category are white.

i




P

\
~12- ’ S
Table 2 provides a description of the urban and rural Head Start

samples and the two supplementary samples in terms of two indexes of socio-

economic.status (SES). the highest grade in school actained by the mother *

{

and the Census Bureau classification of the occupation of the head of-

Ky .
B i

household (from Professional = 0 to Laborers = 9, plus an additional

dwe

category,'Unemployed = 10) Since the focus of this report is on measures

obtained in the early study years, these two SES indexes were obtained from
Year 1 Parent Interview information. Given the absence of any significant

»

within-group sex differences on these measures, this variableyis collapsed

in the table:

‘Table .2

Mother's Education and Head-of-Household's Occupation .

for Report Sample

Mother's Educatioh. Head—offHousehold Occupation
o RS - N 't SD_ B
Urban Head Start  © 10.39 2.25 - i7.51. 2,35
Rural Head Start "9.32 . 2.8 7.31  -1.78 )
. . . c
"~ NewPreschool ‘(urban only) 1L o5 - 17’ .o7t10 0 291 -
Other Preschool (rural only) 13,54 24 178 2ﬁ.38 . -

¢

«
T OV S O

.-

E While the two Head Start samples were similar in terms of the occupation
of the head—of h0usehold, they differed significantly (t ; 3.96, gf = 291,
23<.Ol) on the mother's education level with mothers in the urban sites

averaging about one more year of schooling. In the urban sites, the mothers Ve g

of the children in the."Nb Preschool” category averaged a little over half

1;7 ) | i e




¢

~13~
a year more 4schooling than the mothers of the Head Start children (_1:_ = :2.31',”
df = 201,'p_<'.05)_. As intended, tﬁe "Other Presghgol" children in Lee County
came from families of substantially higher SES levels as indexed by both SES .
indicators.’ 7
Y s ,
<4 - .
. “ -
£ .
.
3 é?
H ’ &3 . n_;




: “ Chapter 3 _ : T °

~ DATA COLLECTION AND PROCESSING PROCEDURES

Individual child tests were administered by local women, most of

whom were black hougewives with limited work experience. While-the usual N

+
-

educational credentials were not required, experience worﬁing with young

children was considered highly desirable, as were the ;£ilities to read

. . ¥ . - " .
well and speak with ease. In Year 1, testers were trained for 4 to 5 weeks,

after which the project director and a senior member of the professional |

research team made final selegtion'df.testers. Teéting was monitored by
" a local coordinator and by ETS regional and Princeton office qtaffé. '
Training prqcedures f@r testerslﬁere essentially identical in later years of

.qhe study, except that with increased experience the training périod could

‘be reduced to three weeks. In the early years of the study, test cent.:rs >

A €
-

were. located iﬁWghggches or community recreation facilities, while in later
years testing was done in rooms available in the individual schools o6r in

mobile vans parked outside ofthe school. 'Eaéh yeér,rindividﬁéi tests were

3

battery ‘usually administered

1

grouped into two or more batteries, w;thAeach
in a single sessiohAWith a child.  Each bgfﬁery included measures representing

: ‘ . N | » .
the range of areas being assessed; the order of tests within batte;%gs
~-reflected-consideration for-the-need to'bglance‘typéstbf‘respOnSesm(éEfiGéw'*“

- - - »

vs.fpassivé, verbal vs. nonverbal), and to stimulat® and sustain the child's -
iﬁterest. The sequence of tests within each battery and the average time
. * . Y . .

fequifed for administration of each individually administered task described

‘ in this report are‘presentéd‘in Appendix A. ' . ; o ‘ .

© LS . .

9




'vadministered in the urban sites in Year 3 'while Gumpgookies and Eight-

with 50% or more study children). In Year 4 the.funds avdilable per-

'mitted individual administration of Gumpgookies in both Lee County and

“Cooperative “Primary Tests were—group administered by~the regular classroomv

~ child's feeling of confidentiality in the information obtained

‘available to assist the teacher as necessary; a small honorarium was paid

. 15
s -

Due to budgetaty constraints data collection was not always uniform
across sites. - The most intensive testing ccincided with the year of
children's attendance in Head Scart programs ir each site. Thus, testing

was limited in Lee County in Year 2 and in Portland and<Trenton in Year 3.

0f the measures. relevant for this report, the Preschool Inventory was not

Block Interaction Task cooperation ratings were not administered in Lee

<

County in Year 2. While in Year 2 Gumpgookies was. administered individually,

in Year 3 it'was group administered in target classrooms (i,e., classes

- LY

Portland but only group administrations in Earget classes in Trenton

(which had been selected as the site for reduced testing in Year 4 because

e .
s . -

it contained the fewest longitudinal subJects) Both Year 4 and.Year 6

e

teachers to target classes in all three sites. 'Local ETS staff rather P

0

than the children s teachers, administered the Coopersmith Self—Esteem

Inventory to all third grade target classrooms in order to enhance the

_—

, Inradditlgg_toedata fromachild%tests,;informationuwas~obtained-fromr«~+ =

v . . W . o . .
ratings of study children ard their classmates in'target classrooms’at

the beginning (and in Year 6, end) of the school year with the Schaefer - -

Classroom Behavior Inventory.; The localhsite'coordinator explained the

procedures for group’ testing and student ratings to each_teacher.and was

2

_to teachers;for‘their assistance. . ~ , S ; |




~16~-

. L]

The data from all of the above,measurés were coded at'the item level
by Princeton office staff, and all codingAwas double-checked. The coded
dafa were keypunched and independently verified, after which the individual

- . data tapes were edited for appropriate ID listing and for out-of-range

and/or logical inconsistencies in éoding, For more detailed description of

.

data collection and analjsis'procedUres see Project Report 72-18 (Shipman,

1972).. o T




Chapter 4

MEASURE DESCRIPTION S

»

In this chapter a brief'description is provided for those measures .

LK

.

. from which data were-selected for the present analysis:. The affective and

. —— ' social measures ircluded are presented’first, grouped‘according'to whether .
T . K o ’
they purport to index primarily self-esteem ‘r achievement motivation."
ﬂ-'Year 6’measures not used in thefpredictive anaﬁyses, but used inqthe. v i
r supplemental analyses reported in the appendik;also are describeﬂ in this

: ‘ section, Measures of cognitive—perceptual functioning, including academicv
v ékills and less directly school-related reasoning and problem—solving

abilities, are described’in the next section, followed by a description
4

.,?of the measures that were used as potential moderator variables in teats

L e

for differential predictions according to initial status on those variables.

ot . 5 K o o . . ) -

@ o Measures of Self- Esteem “ L o T e

. ' -
L > o a

- Brown IDS,Self-Concept Referents Test (and the ETS Revised Form).

EP

This task-attempts to assess the child's attitudes and feelings about his -

general. ability, appearance, physical status, affective tone, and fears.

.

g' .f A fullﬂlength color Polaroid photograph of. the child is taken, and after

o

the -tester verifiés that the child recognizes himself in the picture the C

child is asked to. respond to l4 bipolar items e. g., "is (child s name)

v

happy or is he/she sad?") After the 14 items are administered’ the child .

T

~ 1s asked to respond to the same items again' th1s time answering as he

o - a

s thought his teacher would respond in describing how he felt.. Thus, the

= o task attempts to relate the child s perception.of self-as—subject" to his.:.

perception of "self—as-object. . A fifteenth item asking the child if he -

& 4 i s

o oy




‘items with new ifems and revising the format of the response alternatives.

ducted in Year 6. A number of children in Year 4 had difticulty choosing

either bipolar extreme on many of the items because their true feelings

' permit,these intermediate values, the Year 6 revision contained a four-

© ne <

o F -

. _ -118-, ‘ o : . |

did'or did not have a lot of friends was added, but since it was not- part

) B . - -~

c . a..\,
+of the original test, it was omitted from the total scove. : S

. 9 . 4
- The Brown was administered in Years 1, 2, 3, and 4, althouygh in Year 1
no teacher-referent items were.ingluded and in Year 2.these-items were
. . . . . & . R

2

administered only to children attending a- preschool. Since Brown had

developed this measure for use with four-to—six—year-olds, for Year 6 : .o

~

‘ testing the Brown was extensively revised by replacing six of the- original

PR -
.

Mother referent, rather than teacher referent, was usedfso»that;the child's

perceptions of what the mother thought could be studied in relation to.
e . . .- [3

_ actual statements by the mothers in the parent inte%views that.were con~

w ..'

were somewhere in betwéden, or varied over situation and time. In order to T <

©

e

point rating'scale for each item (e.g., "Do you think you are ' very good

-looking, prettyfgood looking, ‘«ahlittle bitﬁgood looking, or . not so

good looking?"). The,wording of certain items also was modified in order

PO
o

'to7avoid-some“of'the extremely negative alternatives frgm thevbipolar format. o

* <

For example, ' not so good looking was substituted for the bipolar choice

[N

"ugly." Thus while ‘this self—concept referent ta]k was adapted from the .

\ A . -~ k] -~

earlier versions, it was sufficiently different far "Brown IDS" to be
dropped from its title. Each item was scored on a four-point scale such

that high scores would reflect a positive self—concept (minimum score = 14

.

-

[14 x 1]; ‘maximum score 56 [14 x 4]) 'A X a .
R

FE . : [y ]




. as a measure-of self-esteem. (Item 1 was 1sed also, but as’ an indicator of

~ are shown to the child. The tester explains that the first one is doing

* to provide a general index of the child s feeling of self-worth and self-

- ~19~ : . .
v
o - . Y .

. o

School Perception Interview,'ltem 21.. The purpose of this interview, f S

-

which was specifically developed for the Hongitudinal Study, is to deter-

mine the child s perceptions (i.e., his thoughts, feelings and opinions)

of life in school it is not intended to" repre§ent objective "truth" about v | .

the’ school or classroom. While the entire interview contained 21 items of a

both the open- and closed-ended type, only Item 21 was'used in this report

achievement:motivation.) In Item 21 four stick.figures.printed on a page

@ . »

very good work ‘in school," the second one pretty good wdrk " the~third .
/ B . . t?
"not too good work V and the fourth "very ‘bad work in,scﬁool—" The child

'z' - T .

is aaked'to”point to the‘one most like you. _ The respbnses were scored
in the direction of high scores indicating positive self-perceptionsq The -
interview was'administered in Years 4 andf6@of;thehstudy,

s . v : : . .7 : : 0 ol >
_ Coopersmith Self-Esteem Inventory (CSEI). ‘This instrument was designed.

egteem (Coopersmith l967) After the tester reads the item, the child is o ]
W w_,,.——-—-*.".,'

- PP —_—

asked to make a mark on ‘his answer sheet#after eitherﬁylike me"”or“'unlike'
. g, .

me." hThe items include such statements as "I'm proud of my school work "

? 0

and "I often feel upset in school " The version of the CSEI used in the

~
Longitudinal Study contained 42 items. Due to the relative complexity of
the items, it wis not, administered until” Year 6 of the study - 2 t i

fmeasure academic achievement motivation (Adkins & Ballif l970 Adkins, Payne.‘

Measures of Achievement ‘Motivation , : . . : , '

-

Gumpgookies. .Gumpgookies consists .of dichotomous'items designed'to 1- ; .w

A Y

<

- s B ) N " N \

- . 2 . . R . . ~ . N . N
. p . . [
. - . . : . 5.
. L. B . . Kl
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& Ballif-'l972) It was developed from a modgl'that assumed five componentsf

- 4

of achievement motivation "(1) an affective component, expressed as positive

e
. . T

affect from achievement' (2) a conceptual component \whereby the individual

&

\ _
sees himself as an achiever' (3) a purposive componenq, enabling the in-
dividual to establish and respond to future goals' (4) a coggitive component,f

. -

? by means of which the instrumental gteps necessary to attain goals are known,
p * \ "
and (5) an ethical component, through which the individual can. evaluate his

- e
TJ

own- performance (Adkins & Ballif, 1970, P> 138) " .The child is told that he

- ) . - e
" and ‘behaves exactly as he does. Each item shows two Gumpgookies %ngaged in
’ LGS .._’
diffexent activities or having different attitudes (e“g., This one 1ikes to, .

. ¢ > T . ’ . \
' - learn, This one likes to play all thes time.' Y, and the child is asked to :

pick which Gympgookie‘is his.. For each item, the response indicating greater

. motivation:to;aehieve in.schoolwwég predetermined.by agreement among a group‘
,of judges. . v{." g : . ' Lo g 7 éé%’

. ¢ “@ :
“A 75~ item version was used in Years 2 and 3. In Year & it was replacedi

[}
/ L ]

L by a new 60-item* version wherein items having low biserial correlations with

‘. R N

° total test score in the Year 3 Longitudinal Study data and in Adkin s Head -

w

? ' - Start sample (Adkins, 1971) were, eliminated Achievement responses from ..

- . b
" both versions were equally’distributed with reSpect to primacy-recency, -
. . : v ) K N LY ' .
right left, and up-down orientation.; - -
2
' School Perception InterviewJ Item 1. ,Item 1 of the School Perception

Interview also relates to achievement motivation, specifically the affec-

tive component of achievement motivation mentioned above. In Year 4 Item 1 :
: . - : v

stateds "Some kids like school a lot, other kids don't like school Vvery
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*much._ How much do .you like'school?w-very.much, a liEtle‘hit, or not so

‘much2V In Year 6 an additional:responseﬁchoice'wasvadded te permit more
' o S R " : - e - - .
variance in responses. Thé.modified;choices were, "vgry jquch, pretty much, o

-t
. TS . .

a ittle bit, or not%af"all?"’ Both versiohs of the'items were scored-in&_
Lo - » ) : . : B - . . . 2 T s, Tt 2
* . the direction of high, scoresiindicating!favorable.attitudes towarﬂ‘sqhooi.

Yoo - i ‘,_7

.
Schaefer Cla§Sroom Behavior Inventory (CBI)- Task Ori%ntation Score., -

PANN L N

¢ o -
- The, olassroom BehaV1or Inventory was initially developed by %chaefer, -

Droppleman, and: Kalverboer (1965) based on, S haefer s, (1961) circnmplex e =

IS -
. a . . I

_ _ . model of child behavior. Factor analvses of ‘a nufmber of - different versions

. of the CBi on'a variety of populations have consistently revealed three . "' o~
. A
- maJor bipolar dimensionS' Extraversion, Hostility, .and Task Orientation .'i C

Z(Schaefer, l975) The latter score, which is defi ed .as perseverance and B

N
™ . a T -

concentration, is considered in this report .as an indication of the child'

o . 1.
VL Co G AR . i . -

achievement motiva*ion as perceived by+ the teacher. The short form‘of the I

. v

" CBI .used in the Longitudinal Study consists of. iive unipolar items repre-v

. ¥ senbing each dimension. \In this -version (Schaefer, Aronson & Small l970)
- : \ . -
C ' the*child‘s teacher is’ asked to. rate, the frequency of occurrence of lS

? . e '

. . -behaviors (e g., "Stays with a‘job until he finishes it ") on a five-point "

score from almost never" to "almost always." CBI scores for both first

o~
ik 4

-grade (Year 4) and third grade (Year 6) were analyzed for the current report.

_ Measures of Academic Achievement o

Preschool Inventory (PSI) The PSI developed by Caldwell for use in ,

¢ e

~Project Head Start_as a general achievement test for preschool children*
- ' . .,.a
t taps a range of verbal, quantitative,and pgrceptual—motor skills defined

e %
“

. : . . [ ]
~ . W ) v
hS . - - 4 . . 3
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factor analyses of Longitudinal Study data and Head Start Planned Variation

L4 S L4
-
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present 64-item revision are classified in the Inventory Manual (ETS, 1970)

s 4 w -
P

into four major categories: Personal-Social responses (18 items, e.g.,."HowZ,
old are you?", "Raise your hand.");.Association Vocabulary'(lZ items, e.g.,
"What does a dentist do?"); Concept Activation--Numerical (19 items) e.8.,
"How many wheels does a;car have?"). Concept Activation-—Sensory (l9 items;
e.g., "Which is heavier, a brick or a shoe’") However, the Inventory

>

-Handbook (ETS 1970) advises against the determination of subset scores, and

”

Study data (Walker, Bane & Bryk l973) have not supported theip use. About

604 of the items require an oral response. The PSI has been widely admin-'

- . \ . 1

isteréd t6 Head Start children (e. g., Research Triangle Institute, 1972;

Walker, Bane & Bryk 1973). Statistical informqtion on-the standardization
[ ¢
sample,for the l970 Revised Edition (64 items) is contained in the Handbook
Y

Sincg child testing in Year 1 occurred thrbughout the spring and summer of

l969, and since at this age pe?férmance level on, the PSI was known to .

-

¢ -,

improve noticeably even over a period‘of .a few months (Shipman, l972), age 2‘;
at timc of testing was-partialled out of the scores to yield an age-corrected

: ‘ v . N\ .
PSI score. By Year 2 age at time of testing-was not significantly corre-

o P , R -

lated with total score%land this correction was no“longer.necessary.n « .

* .

2

In the factor analysis of'the individualnchild teSt"data-in Years 1

‘and 2, performance on the PSI had the highest loading on the~£irst factor,:

-

which appeared to represent genéral cognitive abilityghand it is the single

task “dn ‘the Longitudinal Study battery most clearly'associated with' general‘}
. v -

cognitive development, . Thus, the PSI was selected for the current report

to function as a. covariate so that the unique contribution of affective social

B

(.1 2 e ' ’ . -, 2

<
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variables to_predictions of later cognitive—perceptual functioninﬁ could be
'determined.,.From a!practical point of view, it was important to determine *
whether including the affectivefé%cial measures described in this report

in a test battery could significantly improve predictions over'what could‘/

[y

Q‘have been predﬁcted from. the PSI alone.*.And from a theoretical standpoint,*

it was desired to determine witether the affective-social measures shared
N . 4, . 3
¢ any variance'bith later cognitive—perceptual measures that was independent
of the variance that *hey initially shared with the PSI.

Cooperative Primary Tests--Reading, The Cooperative Primary Tests are

a national standardized achievement test battery developed by ETS and designed

2 for use in first through third grade. The tests are group administeredf.

" /

with the~child respbnding by making an "X" on the one of the three response
alternatives that he believes is ‘correct. ?herefis no special instruction
., to the student about guessing, arid there, is no’ correction for guessing in

v

the scoring. The teacher is instructed to allow a reasonable;amount of .
E tire for all\Students to finigg ' In: order to’ provide practice with this

type of item, the pilot test included in the test package was administered

- [N

first,in both Year &4 and Year 6 testing. Form 12A of the Cooperative
Primary Tests was giyen in the first grade,‘while Form 23B*was administered
o ) - . ) ’ ot

in third'grade (Year 6). "Both forms of the Reading test congist of 50

S - @

, items, some of which assegs the comprehension of individual words ~while
others. require ‘the student to extract a key element from a sentence or

paragraph, or provide Some interpretation, evaluation, or inference based
4

Y

on the sentence or’ paragraph (Cooperative Primary Tests, ETS, l967).

t

| Cooperative'Primary Testo-iﬁath. Form lZA of the Math test consists

¥ w

N ¢ of 55 items, while Form 23B contains 60 itemm. In both forms‘the following

. RS - P ]
B Y . . 5 -
. r

BVIRN
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topics are covered: number, symbolism, operation, function‘and relation, -

'approximation, proof, measurement, estimation, and” geometry. Straight

e

'-jf‘R - computation is not emphasized but rather an attempt is made

*

"...to test

-

major concepts of mathematics in their emergent state (Cobperative Primary

Tests, ETS, 1967)

Measure of Problem—Solving Ability ’ . .

"
-

- Raven Colored Pro gressive Matrices (booklet version) . Developed for

o

use with young children and retarded or impaired adults for whom the standard
‘ Series of Progressive Matrices is inappropriate, theIColored Progressive

‘ o ' : - / .
. Matrices contains 36 items divided into three sets of increasing diffi-

- ! . .
. 4 . . . 2

culty (A, Ab, and B). Each "item represents a pattern with a piece missing;
the child is asked to select (from;a set of six alternative pictures) the

piece that correctly completes the’pattern.‘ Compared to the measures o

listed above, this task is more a measure of problem—solving ability and

less a measure of specific school learning. It assesses the individual's
ability to make perceptual discriminations, to compare, and to reason by. s
analogy. It is also a kind of learning—to-learn task in, that the child -
who learns efficient strategies on the beginning relatively easy items will
have greater success as the items become’increasingly difficult. This test
was individually administered in both Year 4 and lear 6.

Moderator Variables " . | ' .

K

~ . . i ’ . .
Measures of three distinct child characteristics (cognitive skill,

. N 3 , , . " " ) ) .
response tempo, and cooperativeness) were used in the current report in ‘ S

o

_order to investigate the possibility that Head Start entry level statusT)) -

’  on these characteristics interacts with the measures .of self-esteﬁm and

N
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achievement motivation in predicting third grade achievement. Cognitive
skill and response tempo were considered important since they had pre-‘
viously been shown to be related to the personal-social'behaviors of study °
chiidren attending Head Start gﬁmmerich,.l9z;),‘and cooperativeness with
an adult in‘a learning situation would presumably influence’the nature of
the child's preschool experiente and the validity of both‘cognitive and
social-afﬁective scores. The-measure of cognitive skill was the Preschool

”

Inventory already described above; descriptions of the measures Of"the ’

——

other two child characteristic; are presented below.-

Response Tempo. After the first general informationeprocessing factor
\\
in the Year 1 factor analysis (Shipman, 1971) came a second factor apparently

representing a response tempo dimension. It was best represented by mean

~ latency scores on the Sigel Object Categorizing‘Test and the Matching

Familiar Figures Test (MFF). With oblique rotation the correlation between

" the first two Promax factors was_only -.16, thus for this sample in this

age period response tempo was not related to-general information-processing

skills. Nevertheless, since both the Brown and Gumpgookies4represent tasks

"in which the child must consider two response alternatives before makiﬁg a

meaningful choice, a measure of response latency mighx act as a moderator o
in predictions from scores on these two instruments.

Since MFF was the only measure of _response ‘tempo which was administered
in both the urban ‘and rural sites in the year prior to Head Start attendance,

e

it was selected as the response latency measure for this report. The version

of the test used infthe Longitudinal Study was developed by Lewis,'Rausch

Goldberg, and Dodd (1968), and used by them with middle-class three-year-
4 .
olds. The test.consists of two practice and eighteen test items,. On each

s

s
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item;the child is shown a standard and fourfcomparison figures, one of_which
is identical to theustandard. All figures are ;inple line drawings‘of
‘animals, people, common objecte, or geometric designé., The child is’first._ v
. shown the set of comparison figures and_aakedtto look at each figure in
turn. He is then given the Standard-and asked to point to the one.compari—

son figvre that is identical to it. Latency is defined as the amount of time

o

from the presentation-of the standard until the child points. Since latency
scores were positively skewed, they were transformed by log (X+1) before
averaging. In Year 1 very large latencies (over 20 seconds) were reduced

to an arbitrary’value of 20 seconds.before the log transformation was applied.

v .
[} . ) i

and was not repeated:with Year 2 data. The score used in the current report

Since thig applied to only .l%;of’all responses it was~actually unnecessary,

- was this tranéformeddlatency averaged over~the.eighteen items.

Cooperation Rating.. The Gooperation Rating Scale from the Fels -

; Behavior Rating Scales (Baldwin, Kalhorn, & Breese, 1949) was used to
characterize the child 8 coqperation during the Hess and Shipman Eight-
Block Mother-Child Interaction Task. It provides a,useful index of the -
degree to Which the mother has to motivate or control in addition to
teaching the material. The rating is haeed solely on.the child's behavior;

1 . Q T
“the actions of the mother or the.child's success and failure in the task-

@

specific reaponses are not, to be considered (Of‘course, such factorsvare
A likely to influence the child s. behavior and thus be indirectly represented )
& ! Ratings are on a nine—point .scale from "child was fully tuned in to the"

mother~~pliable, interested, attentive; no difficulty or conflict arose"

o "child ignored the mother's‘teaching efforts and/or actively resisted the
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task throughout the interaction." To the extent that the child's behavior
with his or her mother. reflects a more general ability and/or willingness -
o . ) - 4
to be attentive to cognitive task demands and to ‘cooperate with a teaching
adult, such behavior might’ act as a moderator in predictions regarding the
~association among other cognitive and affective measures. ' ‘ : : '
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¢
A2
¥ *
] 4 ; ’ Q
v
* 4
. 2
-
Y
¢ M
B 2 o
\
- 5 ) i
O 4 , W

ERIC

T ' : g W -
. M




Chapter 5

RESULTS AND DISCUSSION

o

In this chapte% results are presented first for the major predictive
analyses with both the urban and rural Head Start samples. Neit,~re§ults-
are presented on the question‘of differential\prediCtions depending on the
child's status on selected characteristicslasséSSed before the child entered
Head Start. 'Finally, comparisons with the urban "no preschool" and rural
"other preschool"lgroups are provided.

[ . 3 "

Major Predictive Analyses for the Head Start Samples

Relationship of Preschool Measures of Self-Esteem to Third Grade Cognitive-

Perceptual Performance for the Head Start Sample - S

o

Since young children sometimes failed tovchoose\either of the‘bipolar' '

>

alternatives on the Brown IDS Self-Concept Referents Test, an adjusted self-

concept score was created which was the proportion of positive responses for

those items clearly answered in elther a'positive or ‘negative way. The means

and standard deviations of these adjusted scores are presented in Table 3.
Con51stent with previous findings (Brown, 1966 Walker, et al., l973),

selfrasteem scores during the .age period four to six were uniformly high

Even in the year prior to entry into a Head Start program -(i. e., Year 1 in’

the urban sites and Year 2 in the rural site), the scores were already very

high In’Year 2, when the urban children were in preschool and the rural

children were not, mean scores -in the urban sites wereé significantly higher‘

than scores in the rural site for both boys (t = 3, SS df = 149, 254 01)

and girls (t = 2.30, df = l32 p_( 05). However, by Year $'When the children

4in the rural site were in Head Start, means in both sites were approaching

ceiling levéls and there were no significant site differences. There wds an

o
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o ' : ‘ : L -
apparent tendency for the scores to increase with age which was independent

of preschool experience._ Note, for example, the increase for rural girls

v

from Year 1 to Year 2 even though they did not enter ‘Head Sfart until ,_
Year 3. Perhaps the most significant implication of these findings for

early childhood education is that there is no general need to enhance the

self-concept of economically disadvantaged children entering preschool

programs, although, of course, certain individual children may need help

in this area. However, since self-esteem scores were no longer uniformly

v

high by third"grade (see Appendix Table B1), it is important for teachers ,

to be aware of their behaviOrs which could cause reductions in the

-

children s initially high Jevels of self-esteem.

2,

Before using scores,from these skewed distributions‘in correlationalu o | ‘
analyses they were normalized (i.e., forced into.a normal distribution)_
with the mean set equallto 50 and a standard deviation‘of lQ._ Correlations | 3
of the Brown to the third-grade'cognitive-perceptual7scores are presented,ji . —

in Table 3; correlations with the Preschool Inventory (PSI) that was

' administered in the same year as the.Brown are also included for comparison

purposes. For a variety of reasons Qe g3 child absence, tester error, etc. )

e

v b

a child occasionally would not receive a valid score on a particular instru-

»

ment, causing the* exact n on which each correlation was baSed to vary

slightly. In order to simplify presentation of the tabular'material,
only the minimum.value.of E.for'a particular row of correlations is pre-"

sented.

In the urban sites, Brown scores obtained in the Head 'Start year were

predictive of:third-grade performance only for girls. - The within-year
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correlations with achievement indicated .a similar pattern, with a signif—
Ec8 2

icant correlation with Year 2 PSI only for girls and a significant differ-'

ence between the correlation for boys and for girls (z =-2.06,'p £.05).
This apparent sex difference in both within- and‘across-year~correIations

with achievement'was apparently not caused by differential'treatment in

Head Start classes since the same pattern was evident in Year 1.
B -~ In the rural site; on the other hand, no significant'sex differenCes
wére apparent in correlations with either Year 1’ or Year 2 Brown scores..

&

Year 1 Brown scores in the rural site were significantly correlated with
all three third-grade cpgnitive-perceptual measures, but’ especially with

math,' These relatively high eorrelations are pafticularly interesting

-

given the low correlations of the Brown with Year 1 PSI scores and the

—~—— . Brown's low correlation withwthirdégrade measures ofHSelf-esteem (see
) Appendix,Table Bl);' Thus, this early.measure_of'self—esteem; though
ounrelated to later measures of self-esteem, was.relatedrtdjlaterrachieve-
ment even‘though'it was.not strongli_related to Concurrent achievement.
. , . . . : _

In Year 2 significant predictions to third-grade math Werecstill.evident,

although within—year correlations to achievement were then equally high.

s

y the Head Start year, there were no significant correlations with the
‘Brown. Self-Referent score, although the Teacher—Referent‘score continued
to significantly predict math perfOrmance for'hoys. While Head Startt
experience ma} have contributedito thexdron in predictive abilitfz.other
maturational factors may have been involmed,'sincera similar drop from
Year 2 to 3 was observed for the urban girls}\;

0

In order to assess the ability of therBrown\to add to the prediction

of performance on the thirngrade cognitive—perceptual measures. over what

LS

N ¢
N

&
.




could havewheenbpredicted solely from ?SI scores in the Head Start’year,’part‘

o e i e T S ST T TR
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(or semi-partial) correlations were obtained (sée“Kerlinger &'Pedhaihr, 1973

for-a concise‘discussion of'this procedure). The ‘test of the significance of

"the part correlation is equivalent to the test of the significance of adding .

the: Brown

-

to a regression equation predicting a cognitive—perceptual score

S o —_

- e

from the PSI.- These partﬁcornglations,are pxesented in Table % (zero—order

«with Third-Grade - Cognitive-Perceptual Mea8ures'

- 'S R X Ve e

@

Table 4

@
.

Part. Correlations of Year 2 and 3 Brown SCOIES_’fij:ﬂ-:~'J -

‘ for’the Head Start Sample ) ’ i T
_URBAN® - . i RURAL ‘

. - Mininum . __ Third-grade. . Minimum  _ Third-grade -
Measure - Sex = n° . Read Math- Raven n .Read Math Raven
Yr. 2 Brown B - 67  ~.08 -.01 ,07 .79 . .07 .19 =.02
.§elf-Referent G 61 _ .09 .09 12 63 . - .10  -.25*% .14

Yr. 2 Brown B 60 - -.03 .06 ~-.03
. Teacher-Referent = G .53 . = .02 .20 .13 , 0
Yr. 3 Brown B 68 .20 .10 .13 - 87  '=.06 -.07 .05
Self-Referent G 63 .. -.11 ~-.100 .05 66 -.01 -.10  -.,14
Yr. 3 Brown B 68 .04 .09 .20 8L .. 05 . .22% - .04
Teacher-Referent G 63 - .o =6 =17 =.04.-- 66 - .06 .02 ° -.17 -
%.Note.' Year 2 PSI is partialed out of Brown scores in urban aample.(Zero-order

correlations of Year 2 PSI to Year 6 Reading, Math, and Raven scores were
~as follows:

.39, and

for urban boys, .29, .08, and rl4, and for urban girls, .53,
57) Year 3 PSI is partialed out of - Brown scores in the rural .

". sample. (Zgro-order correlations of Year 3 PSI to Year 6 Reading, Math, and

Raven scor
rural girl

es were as follows: for rural boys, .37 .45, and .27; and for
s* 42, 45, and 32) :

*p< 05, one- tailed ,

A

L]
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. site, combined:with the low within-wear'correlationVwith~PSI, suggested

) the Ol 1evel Thus, -at. least in certain environmental contexts, measures

_individually administered'PSI where‘the examiner can offer consistent

= =33~

‘o,

'correlations of the PSI with the cogn1tive perceptual scores-also - are pre—'

“

sented). Except for two predictions to Math}scores in the rural site (where
™

" the highest,part correlation'was,only .25), Brown scores made no. significant -

contributions to predictions from the PSI administered in Years 2 or 3.

o
°

Thus, essentially all the.pfbdictive variation in early self-esteem scores

was already reflected in the early achievement scores, and separate scores

. o
. ’ . T . I p . [
.. ek - ‘ %

on. the self-esteem measure are therefore unnecéssary for making group pre-

dictions, of cognitivewperceptual performance. l o
" Although mot part of the-original analysis plan, the relatively high

a
=

‘7 predictions:of third-grade math from the Year l'Brown scores in the rural °

® o . &

1

an additional analysis should be run to determine this part correlation. -

For boys, this part-correlation.(Yea: l:Brown to Yedr 6 Math, contéolling

Year l-PSI) was .39 andmfor girls .44, both of which were‘significant at

¢

of self—esteem obtained prior to Head Start entry add significantly,to

1

predictions of third-grade performance. - Perhaps the Year 1 Brown score in

" part measures some personal qualityv(e.g., a motivational component) that”

is more neceésary»fOr performance on group achievement tests than on the ..

‘.

¢

encouragement*to the child. This could be checked by comparing. performance

on similar group- and individually—administered tests within the same year.

_ Another possible explanation is that self—esteem for these children is a

o,

mote 1mportant predictor for skills learned outside of the immediate home

_environment, especially when the home env1ronment offers a more-limitedL

.

I
2
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range;of school~related learning opportunities andiOther significant . ‘4'
teaching adults are more likely to come from'alvery different socio-" -

cultural background.ﬁ Thus,‘correlations should be higher to later achieve:‘ &

-ments that‘depend more on learning in a school settinglthan to early PSl’ - -

_scores which aependgmore on learning within the home. The higher correla- .
. . r ’P.. v o

‘tion of. the Year 1 Brown with Year 3 PSI scores ¢.47 for boys and .44 for

&

girls) than with Year 1 PSI scores is consistent with this interpretatidn.
'Thus,'these data suggesf.potential”links‘among self—esteem.intrinsic
: . . : O & t. . e , 4 4
'motivation,_and‘readiness to”learn/perform in a-marhedly different social
S gl _ : , ‘

situation. Furthen revearch is needed toldetermine'what this Year 1 score L

is actually assessing, and to determinS the. causes of the décfg:ses in~pfe¥

) dictive efficiency with increasing age.’ v “

- " . " -

’ ,,Relationship-of Preschool Measures of Achievement Motivation to. Third Grade

[

gnitive-Perceptual Performance for the Head Start Sample

.
ES <

-4

Means dnd stapdard deviations for,Gumpgookies»arefpresented'inWTable*STi

(§ince Gumpgook‘es was: first administered during the Head Start year, there

[

“are no Year 2 Gumpgookies scores in the rural site, Note also that the n . L e

’

)

. was reduced in the urban sites in Year 3 because Gumpgookieé in that year_ i;a ,
was-group administered only in target classrooms.5 While Adkins, Psyne, &

. »t. :
and Ballif (l972) report results based on a total score plus four scores .

E ’ - .

derived from a factor analysis of the items, attempts to replicate their :
B 1 .

[ ~

factors, even after partialing for response bias, were, unsuccessful, Further,_*"

alpha coefficients in the high .80!s and low 90 s for the total score
\ -
suggested that subscores were unnecessary Although Adkins, Payne and Ballif
-

»

(l972) ‘found a correlation of 34 between age- (which ranged from 39 to 76

-

-months in their sample) and total score, “in. the current sample with&its more

4
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~
restricted age range, the correlation of age with total score was only .17 -

-
] °

in Year 2, .07 in Year 3, and .08 in Year 4. Hence, ‘the conyersion to ageé-~

o)

" normed Z-scores,described by Adkins and Payne (1971) was'not necessary in

this sample. Consistent with previous findiﬁgsﬁ(Adhins.d'Ballif, 1970),

all of the means were relatively high and increaged with age, although

lthey did not approach the maximum possible score of 75. There were no

ﬂsignificant;sex differences.

.t

Té correct for the moderate skew of the Gumpgookies scores “they were

normalized prior to the correlational analyses reported in Table 5. In the-
urban.gites, Gumpgookies scores in thg;Head’Start'year qere predictive of. '
»third-grade reading for hofs and girls and haven scores for girls only,
They weré.signtficantly correlated nith the PSI only for girls..-By the

kindergaften year, Gumpgookies was no longer predictive of any of the third-

grade scores for boys,_althoughffor’girls"it continued to predict reading

v P ~ ’

- and Raven stores, and in addition was predictive of math performance. In - *

’

the rural site, Head Start year.GumpgooKies scorés were significantly .
related to third grade performance in both reading and math and, for boys
only, to Raven *scores. Furthermore, the correlations with math 'scores were
fairly substantial, accounting for 30 to 35 percent of the variance. S

As indicated by the part correlations presented in Table 6, in the

urban Head Start year Gumpgookies added to predictions of reading scores -

only for urban boys, and added nothing to predictions of math and Raven scores

Al

for either urban boys or girls, Year 3 Gumpgookies scores did not contribute

to the predictibns for urban children, with the predictive variation pre~

viously'notedifor girls'reflected-in the early achievement measure. . In the
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Table 6 -

Part Correlations of Year 2 and 3 Gumpgookies with TQ;rdeGrade 4

v

.

Cognitive-Perceptual Measures for the Head Start Sample

. ‘URBAN RURAL

‘ Minimum Third-Grade Minimum Third-Grade

Measure Sex n Read Math Raven D Read - Math Raven
. = . , :

Year 2 B + 64 .32%% .03 .16 ;
Gumpgookies G 60 .05 .01 .11 v
Year 3 B 44 -.21" -,07 -1 73 109 Lh4%x 3%
Gumpgookies G - 40 .09% .13 .06 57 L27% L 42%% 06
Note. Year 2 PSI ‘is ‘partialed out of Gumpgookies scores in urban sample. (Zero—order

correlations of Year 2 PSI to Year 6 Reading, Math, and Raven scores were

as follows: for urban boys, .29, .08, and .14; and for urban girls, .53,

.39, and .57). Year 3 PSI. {'s partialed out of Gumpgookies scores in the rural
sample.(Zero-order correlations of Year 3 PSI to Year 6 Reading, Math, and
Raven scores were as follows: for rural boys, .37, .45, and .27; and for
rural girls, .42, .45, and .32). * 1
* p (.05, one~tailed

** p .01, one tailed -

<

rural site Gumpgookies scores in the Head Start year added significantly

¢e

e to predictioné of.third-grade reading only for éirls and Raven scores only
a for boys. Hoﬁeﬁer, Gumpgookies added significantly to predictions of math
" scores for both boys and girls, accounting for an additiopal'lB to 19 percént

of the math variance. vThug,«fBr girlS‘R'2 increased from .20 to .38 and

for boys‘frdm‘.ZO to .39. While fhesew>Alues are still too small to-be of‘;
- much use in making prédidtidns for individuals, they-do have programmatic
implications in that they suggest that garly,attempts to enhance aghievemenf

"motiVation,may make a significant independent éontribution-to‘the child's "

) " , ) 42 T " :

Cy
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later success in schnol. Also, a comparison in the rural site of the i
13 2y
/ - .

'. torrelations of Year 3 GumpgookieS'with concurrent ‘or ode year prior PSI )
~ o scores (.42 and 35 for boys, and .33 and .32 for girls) to’ the correlation

of Year 3 Gumpgookies with achievement estimates made three years later
vsuggescithat achievément motivation acts as a-cause of achievement rather

.

than being itself just a’ product of prior achievement.

. Relationship of First-Grade Measures of Self:Esteem to Third-Grade Cognitive-

. Perceptual Performance

. Means and standard deviations' for first-grade scores on the Brown and

[ . ¢

L

School Perception Interview,‘ltem 21 are presented in Table 7. Since by:i N .

Table 7
Means and Standard Deviations of First-Grade Measures of Self-Esteem and

Correlations with Third-Grade Cognitive-Perceptual Measures for

the Heqd Start Sample

URBAN : o RURAL
S ‘Minimum Correlations Minimum : ~ -Correlations
Measure Sex n . M SD___Read Math Raven n M *+ SD Read Math Raven
‘gjir 4S'lf- B 78 12.67 1.42 -.08 -.21 -.09 88 12.53 1.52 .08 .02 .06
n et 70 12.61 1.17 .03 .14 .00 68 '12.42 1. 73 =13 -.12 -.14
Referent . - ; oo _ T
Year 4f . : . * .

" Brown B’ 78 12.91 1.26 -.12 -,13 ~-.05 88 12.64 1.46 .12 .11 . .15
Teacher- G 70 12.61 1.66 .01 .34*%x .03 68 12.46 1.55 .01 -.01 -.06
Referent - :

Year 4 School . . i ' : .
Perception B 79 3.70 .69 .09 .29%* -.11 - 88 ' 3.84 .45 .18 .05 ~.10 v
N Interview G 70~ 3.76 .59 .03 .13 .10 67 3.74 .61 -,16 -.29 -.11
Item 21 » ’ ' -
* p <.05, one-tailed . ' o A . » ’
%% p¢ .01, one-tailed : o ’ , ‘

L o o :4;3
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firet‘grade neafly allvchildren were responding to all ¢f the Brown items
it was not‘necessary to obtain adjusted scores., As in previous years, mean
scores were uniformly very high and there we;e no significant sex differences.
The lackoof urban—rnral differences which emerged in Year, 3 was maintained
in Year 4. Similarly,'the self ratings of“school performance were generally
very high, with the lowest subgroup mean 3.7 out of a possible b.b.z‘Thus,
exposure t¥ regular first-grade classes for at least gix months had no
neéatine effects'on mean levels of self-esteem as assessed by these measures.
’..Brown scores werevagain.noEmalized prior to correlational analyses.
Although highly skewed, no traneformation of the School Perception scores , °
was attempted sinceithe entire range was limitéd to four scorés. As. can
be seen in Table 7, out of 36: correlations only two (both predicting third-
grade math performance in the urban sites) were significant, and the larger
ofathesewaccounted for-less'than lf% of the variance. As.would be expected,
partialing PSI scores from the Head Start year out of these self-esteem

scores had little effect on the correlations (see Table 8).

Relationship of First-Grade Measures of Achievement Motivation to Third-

. Grade Cognitive-Perceptual Performance “

Meana andlstandard deviations for the three first;grade'indicators of
-achievement motivation are‘pfesented in- Table 9. Since the firét—grade
veraion of.Cumpgobkies containedFGOfitems. scores were approaching ceiling
levels. Urban.boys,-however, continued to ehow considerable variahility
in performance. Similarly, the School Perception item‘on self—reported

school enjoyment -was close to its maximum of 3.0. Average teacher ratings

of Task Orientation, while generally positive,»were closer to the midpoint

14
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. Table 8 | : :
t Part'Correlations’of First-Grade Measures of Self-Esteem with o,
Third-Grade Cognitive—Eerceptual Measures
for thé'Head Start Sample
URBAN - . * RURAL I B
' Minimum Third-Grade Minimum . _._Third-Grade
Measure - Sex n  Read Math Raven n Read Math{ Raven
| , 7
- grom B 71, -.06° -.20 -.08 87 .08 .02 .06 N
. oe G ° °65 .06 .16 .03 68 . =09 -.17+ -,11
Referent e )
prown g 71 0 -.13 -3 -.05 87 . .08 .06 .12
gonert ¢ 65 -.06 - .,29% -,05 . 68 .01 -,01 -.06
Referent R .
§9h°°lti 79 14 .31%*-.09 . 87 212 -.02 .15
Sreeprion ¢ . - 70 .01 .12 - .08 67 -1 =27 -.09
Item 21 ) . . ‘ -

Note. Year 2 PSI is partialed out of Self-Esteem scores in urban sample,
(Zero-order correlations of Year 2 PSI to Year 6 Reading, Math, and
Raven scores were as follows: for urban boys, .29, -.08, and .14; _
and for urban girls, .53, .39, and .57). Year. 3 PSI is partialed out e
of Self-Esteem scores in the rural sample. (Zero-order correlations C
of Year 3 PSI to Year 6 Reading, Math, and Raven scores were as '
follows: for rural boys, .37, .45, and .27; and for rural girls, .
42, .45, and .32). o S '

* p<.05, one-tailed | | | . » | ,
** p <.01, one-tailed .~ } :

value of 15 than to the maxiﬁum possible score of 25. 1In both the urban
and rural sites girls were rated significantly higher in Task Orientation
(in the urban sites t = 2,69, df = 151, p<.01; in the rural site_£.= 3.%9,

~df ="156, p <.0l). -Earlier Longitgdinal Stuﬂy findings (Emmerich, 1971)

t .
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o : Table 9 : . e
/ - ! t
Means and Standard Deviations for First-Grade Measures of
v Achievement Motivations+and Correlations with Third-Grade = *
~Cognitive-Perceptual Measures’ for the Head Start Sample
| URBAN : ' RURAL T
_ Minimum . Correlations Minimum ‘ . Correlations
Measure Sex 'n M 8D Read Math Raven n M SD Read Math Raven
Gumpgookies B .72 49.87 9.12 :14" A2 14 88 53.31 5.29 ,22% ,31%*% .11

.G 64 52.93 6.65 .01 .16 ‘.14 68 54.34 5.13 .06 .24* -.02

Schaefer 5 97 .16.23 5.67 .11 .18 .20+ 88 14.88 6.58 .33k ,29%k 0%

gaak 64 18B.67  5.52 .58%k 53%k _40%*%  gp .18.47 5.63 ,26% ,34%% 16
~Orientation ‘ -

School , , ' I

Perception B 76 2.61 .71 -.17 .04 -.10 86 2.36 .84 ,25%k 26 %% 2]%
Interview G 69 2.59 .76 ~.16 .08 -.10 - .67 . 2.49 .83 .00 .08 -.10
Item 1 . .

[
by

* p<.05, one~tailed -
** p < .01, one-tailed

%ndicated'é&milar sex differences in observer ratings of task orientation o
during free pléy'in urban'ﬁead Start classes. |

: Prior to entry intolthg correlational'anglyses. Gumpgookies scores were
normalized while the other scores were 12ft in their raw score form. As
can be :seen in Table 9, in~the~u;ban Sités neither sélf-fqport meééure
-(Gumpgookies and SchoolﬂPgréeption Item 1) was significantly relatéd to thel
third-grade cognitive-perceptual scores. In tpe'rurai sité reported schoolfj:

enjoyment‘by boys was significantly related to the cognitive-pefcepthal"

scores, although the largest correlation accounted for less than 7% of
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~ the variance. First—grade Gumpgookies scores in the rural site were still

significantly related to third—grade math performance for both boys and
girls, although to a significantly lesser extent than were the scores from
Gumpgookies administered during the Head "Start year. Gumpgookies scores
were significantly related to.reading scores énly for boys and were not
related to Raven scores for either boys or girls. Thus,‘the4age period
four to five and a half (i.e., prior to entry into first grade) appears'to
be a'critical time for the_administration of Gumpgookies since there is a
notable drop in‘its predicti;e validity the following year.

In.the urban sites Task Orientation ratings were predictive of reading

and math performance only for girls, while in the rural site these teacher

ratings were predictive for bothvboys and girls. Low but statistically

significant correlations with Raven scores were obtained for all.groups

except rural girls. In the urban sites, the statistically significant

difference between boys and girls in the predictions of both reading

(z = 3.18, p <.01) and math (z = 2.43, p<.05) may reflect greater vari-

ability over time of achieVement-related behaviors for boys~cr it ma§ '
reflect a greater difficulty on the part'of first-grade teachers in .
identifying predictive achievement-related behaviors in urban boys. The:

lack of prediction for boys was apparently not caused by a lack of vari--

-ability in the teacher ratings or by ceiling problems on the rating scale,

since the standard deviations of the ratings were almost identical in the
two sex groups and the mean was higher for the girls. As was the case for
Year 3 Gnmpgockies, Task Orientation ratings in the rural site appeared to

be more highly related to subsequent achievement than to,achievemént in the
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previous yearb(for~boys the correlation of Year 4 Task Orientation ratings
with Year 3 PSI scores was .07, aﬂd for girls this correlation was 27),
Similarly, for girls in the urban site the cofrélation of Year 2 PSI écores
Qith Year 4 Task Orienéation ratings was .31. These results suggestbghat
such task-oriented Behavioré are more the cause of than caused by actual

'acbievément. Thus, preschool programs fostering sgth‘behaviofs may be seen

.as having potential long-term positive effects on school performance.

In general, correlations were @igher w;th'the achievement tests than

,

with the ﬁpfg general problem~solving skills represented by the Raven.
This result iﬁplies thaglifvprograms designed to improve the achievement.
motivation of childten were evaluated by assessing theirwimpécé on Raven
scores (or scores from a similar problém—sqlving test), no brogram éffects

may be found even though the program may have a real effect on acfual tested

.

)

achievement.

Part correlations, partialiné the Head.Start year fSI scores from the
Year 4 achie?emeht motivation scoreé,vare preséntea in Table 10. Gumpgookies
"significantly' improved on the prior.PSI scores only for predictions to math
for boys in ghe rural site, and then it only accounted for an additional 4%
of -the Variance which is not significant for any practical purposes. Schaefer
Task Orientation ratings also contributed séméwhat_to predictions of ﬁath per—ﬁ
formancé for'rural chiléren-(and to boys' reading and Raven scores) .Howevef:
Task Orientation ratings contributed relatively substantially to predictions
of both reading and math for urban girlé Thus, even statistically holding
differences in prior,achievement constant, teachers» ratings for these

childrén reflectéd behaviors'that differentiated children's later levels

of academic skills. The lack of incremental validity for ratings'o% urban/

o .‘_ - 4<3f
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Table 10
Part Correlations c¢f First-~Grade Measures of Achievement -

Motivation witHyThird—Grade Cognitive-Perceptual Measures

~ for the Head Start Sampie

.

URBAN . RURAL# _
o Minimum “Third-Grade Minimum Third-Grade.
Measure Sex n Read Math - Raven n "Read Math . . Raven .
Gumpgookies, B 66 .12 .11 .12 88 . .12 ,20% 04 -
G 58 -.02° .14 .11 68  -.04 .14 =-.,09

Schaefer - . ' ' ' . |
Task ™ B 70 01 .17 17 . 87 .30%%  26%% | ]18%k%

as G " 65 bRk 43k 23% 66 .15  .23% .08
Orientatiop a . ) I SR '
School L ' o o :
‘Perception B 70* -.21 .03 -.,12 . 86 .16 .15 14
Interview G 69 -.11 12 ~-,05 - ' 67 -.05 .03 -.14
Item 1 ' : ' I . <0 g , §

Note. Year 2 PSI is partialed out of Achigvement Motivation scores in- urban
sample. ,(Zéro-order correlations of Year 2 PSI to Year 6 Reading, Math,
and Raven scores were as follows: for urban boys, .29, .08, and .1l4; and
for urban girls, .53, .39, and .57). Year 3 PSI is partialed out of .
Achievement Motivation scores in the rural sample.. ‘(Zero-order correla-
tions. of Year 3 PSI to Year 6 Reading, Math’, and Raven scores were as '
follows: for rural boys, .37, .45, and .27; and for rural girls, .42,

.45, and 32) : : - : .

. * p¢ .05, one-tailed . 4
** p¢ .01, one-tailed o R v a N

{ . ' :
northern boys is consistent with previous findings by Kohn and Rosman (1974)h
whose ehtire sample consisted of beys from New York City. HoWever, the current

results suggest that for different populations (e g., urban girls) first—grade

teachers apparently can identify academic achievement-related classroom be-
: ¢

haviors-that improve predictions based*bn earlier indications of actual per-.
v . o he .

formance. To what exteht this finding reflects an expectaney cycle,of effects

bis unknown.

49
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” Moderétor Variable Analyses

The analyses presented in the following‘sections were designed to -

<

investigate the possibility that certain chil&‘characterﬁstics (cognitive

level, response tempo, and cooperativeness) interact with measures of self-

esteem and achievement motivation in prediéting third-grade achievement.
In these analysés the urban and rural Head Start samples were divided ihts

thirds on the basis of scores on the.éhild characteristics assessed in the

-

spring prior to entry into -a Head Start program. For each of the three

levels on‘tnese initial characteristics, correlations and part correlations

scores on the Brown and Gumpgookies to third-grade reading and math achieve-

e

mént scores. In the absence of significant sex byilevel inteféqtions‘

in the correlational pétterﬁs, only the results for the combined sexes are

presented. Since children with scores on the moderator variables were

@

- assigned‘to only one level (i:e., high, medium, or ldw), rather than beiné.

split between adjacent levels, the number of children in the various levels
was sometimes >slightly disproportional; therefore, exact ns fo}.Each mean

and correlation are provided in parentheses follog}ng the statistic. -

These analyses were primarily intended to generate hypdtheses for

A 4

future research rather than to confirm a Eriorirtheories. Therefore,
.apparent trends in the data areisometimes'noted even when they,fail to

¢ o ; : B _ : , ‘ .
meet conventional levels‘of statistical significance and multiple comparisons

involving the same mean or correlatiofy were sometimes run without making any

B X L S
adjustment in the significance levels. of the statistical tests. While these

procedures maxfﬁiie the chances for digéovering relationships, they also’

o~
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may lead to "results" that ere«uniQue to this sample and. could not be

A

replicated

Relationship of Status’ on Year 1 PSI to Predictions from Year 2 Measures

: for the Urban Head Start Sample

©

This{eet of analyses was designed to determine the possible moderating
effects ot-initial cognitive level, i.e., wQethet correlations from the
Bfown'akd éumpgoe§ies differed écébtdingrto the chlld's'lnitial PCI score.
tSinee Year 2 PSI was theﬁscore partialed from the,Brown and Gumpgookies in ' ;?7
the part correlations, its relationshlps to tﬁird-grade'achievement fot‘

differing,initial’cognltive‘levels are presented first. As can be seen in

Table 11; the pattern of means reflects the correlation of .55 between -

‘Year 1 and Year 2 PST scores. Correlations to both reading and math were
\\ significeﬁt.only for children who scored in the top third on Year 1 PSI,
\ < . . .

uapd were éignificantly different (E.<'05) from COrrelations'in'both the

<éiadle and low groups. Note that the standard deviation of the PSI scores

{

Table 11

04

_'Year 2 PSI MeanS,IStandard Debiations, and Correlations for

Three Levels of Year 1 PSI in the UrbanFHead'Start Sample : ;f
‘ ‘ . Status on Year 1 PSI
Statistic ~ ___ High[M=34.42] = Middle[M=23.33] Low[M=13.51]

Mo 45.78 (46). - 38.70 (43) 34.76 .(38)
SD - 7.79 7.73 - 7.79
r (Reading) 58%% (42) .20 (40) . . .11 (35)

r (Math) N, T JALRR (44)  -.01 (42) .02 .(37)

Note.  Number in parenthesis. is n for statistic. Mean score on moderator
. variable is in brackets following label for each level.

*p €.05, ‘ong-tailed
**p ¢ .01, one-tailed
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was identical in both the high and the low groups, and thus the difference -

in predictions cannot be attributed to a lack of variation among- children who .

[ -
e

:performed poorly on this test. Thus, children in the middle-and,lower.thirds '_‘

~on, the Year 1 PSI varied more between years in their levels of achievement I

o .

in school-related skills.> It may be that these children were exposed to

greater variation in their subsequent learning environments. Fog example,

T

some childﬁfn in these lower groups may be exemplifying short-term Head Start e
b'cognitive gains which were not sustained by their later experiences. It~
shouId be noted,.however; that mean third-grade reading and math'achieve-!'

. ment scores werg consistent with initial. classifications although individual

~

variations were not stable. - - ' o

Means and standard deviations for the normalized Brown and Gumpgookies

v . . _ o
scores for each level of the Year 1 PSI are presented in Table 12. Ther%}

appeared ‘to be a slight trend in both measures in the direction of increasing i

‘means with increasing PSI levels. This slight lineap trend was confirmed»by'

the correlation between Year 1 PSI and Year 2 Brown of l6, although the
'"orrelation of .12 between Year 1 PSI and Yegr 2 Gumpgookies was not signif- . o

icant. Table 12 also-indicates-the absence of any significant differences in

levels of prediction from either Brown or Gumpgookies for children in differ-
. . L .

-

e

ing PSI. levels. . L, , L

-

Relationship of Status on Year 2 PSI to Predictions from Year 3 Measures'

,

¢+ for the Rural Head Start Sample .

°

Given the correlation between Year 2 and Year 3 PSI scores of..75, the

3

. strong.relatiopship'of,Year 3 PSI means‘td status on Year 2 PSI and the

)

' ' small within-category standard deviations indicated in Table l3 Wwere not

IS

'surprising
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. Table 12 : . ' . |
v - > A

Year 2  Brown and Gumpgookies Means, Standafd Deviaeions, and ,

A ~,
RS . -

Correlations for Three Levels of Year 1 PSI in the '

<+~

. i K
¢ 1 con 1

Urban Head Start Sample

SR -

(‘3\ - N [ e
RS : ’ . Status gn Year 1 PSI ‘
Measure '~ Statistic . High[M=34. 42] Middle [M=23.33] Low[M?l3 51] B
Brown - . ° M 51.99 (45) 51.01 (42)  48.89 (38)
Self-Referent ) o 9.61 .. 71.45 ‘ 10.3%
: P . (Reading) .10 (41) "-.19 (39) . .16 (35) . o
‘. : Part r (Reading) W05 -.18 13 S ‘ o
. .. r (Math)’ 02 (43) -.09 (41) .26 (37)
" . Part 1 (Math) -.01 ) -09 .. .26
Gumpgookies ** M . 50,71 (44) 50.00 (34) - 47,03 (38) -~ . = .
: o .-+ 11.56 | 8.11 - 8.47 ; ~
r (Reading) .21 °(40) - .10 (36) .13 (33) | . o
“Part T .(Reading) .09 Co .10 T .10 : Ca
~r.(Math) .11 (42) .15 (38) -.03 (37) ;
’ Part Ih(Math) . .03 - .15 -.03 =

:Note. Means and standard deviations are for normalized scores (M = 50
SD = 10) ‘Number in parenthesis is n' for statistic. E

a

LA ﬁs“i o ~ Table 13

¢ Year 3 PSI Means,"‘Standard Deviations, and.Correlations for "I'_hree ’

Levels oi‘f Year 2 PSI in- the Rural Head Start Sample :

[

: ' : ) Status-on Year 2 PSI _ ,
Statistic *. _High[M=39.00] Middle[M?27a76J Low[M=18.25] ' ,
. '. ) ‘ ¢ . M N ) . ' ] . . . .. _ -
M _ - 52.33 (49). 46 65 (49) 41.66 (47)
SD - 4.52 _ 4.91 - 4,87
¥ (Reading) .21 (48) 12 (49)  .33%(45)
T (Math R L36RR(49) | L30%x(48) . .12 (47)
‘. ) . ¢ ." : . . . . e
.Note  Number in parenthesis is n for’ statistic. S : '

¢ g o R(.OS,«one-ﬂ'tailed )
** p< .01, one-tailed . ' .
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e L ST vAlthough for the total rural Head Start sample Year 3 BSI*scores

“were found to be significantly related to third- grade reading and math

achievement scores, in the present analyses the correlation with reading

S o

N
performance was significant on1y for- those children who entered Head

Start with relatively low scores, while the correlation with math per- .

formance was significant only for those children in the high and middle | C s

-t Year 2 PSI score groups. There were’ no significant differences, however,

- - among the correlations from Year 3 PSI scores; thus, ‘a pattern of higher

e« O
.

" correlations for higher PSI scores found in the urban sample in Year 2 was

ot confirmed for the Year 3 scores in the rural Head Start sample. Since '

the mean Year 3 PSI score for the rural low group is above the Year 2 PSI

- ° 2 . 3

. - means for the low and middle_urban groupe. there may be a critical absolute

| — - . . . R

L PSI level for obtaining differential ‘gredictions, . _— .

[ As indicated ‘in Table 14, as was found with the urban’Head Start sample,"
means of both Brown Self—Referent and Gumpgookies scores tended to increase'

-~

u\ . withvhigher levels. of PSI, although the linear correlation was significanf

-
>

.only for Gumpgookies'(r = .35) and not for the Brown (x ='.l4)2 There were

. no significant differences among the correlations. -Predictions from Year 3.

L]

E e Gumpgookies scores in the rural site,’then were equally good for children

~who entered Head Start with relatively high, average, or low,cognitive~ o

-

- ° abilities; Year 3 Brown scores were’ not predigtive cf academic achievement

scores in any of the groups. . I - 0

v Relatfonship of Status on Year 1 Matching Familiar Figures Test Latency

. to‘Predictions‘frru~Year 2 Measures for' the Urban Head Start Sample

P -
)

The Year 2 PSI means presented in Table 15 indicate the previously noted

’ (Ward 1973) 1ack “of relationship for. study children at this age level between

' . . v
H

.
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: : " Table 14 :
Year 3 Brown and Gumpgookies Means, St=andard Deviations, and Correlations

" for Three Levels of Year 2 PSI in the Rural Head Start Sample

14

- Status on Year 2 ,PSI

Measure " Statistic . High[M?39 00] Middle[u-zi 761 Low(¥=18, 25]~
. Brown . , M ; 49.59 (49) 47.58 (48) 46.83 47)
_ Self- . SD - 9.05 111.05 8.93
Referent . .r (Reading) ~-.10. . ‘-.05 (48) ~.02 (45)
: . Part r.(Reading) "-.10 ' -.05 -.11
N r (Math) -.15 (49) =21 (47) LoW12 (47
: Part * (Math) =16 © =18 L. .09 .
Gumpgookies - "M 52,39 (43) . 48.30 (43) = 44.64 (39) o
i SD i . . 8.91 ) 11,009 o ) 7 92 ./.
r (Reading) . .21 (42) = .20 (43) .27 (37) /
Part r (Reading) .15 =~ -~ .18 .20 -
r (Math) A45%%(43) S4*(42) 1 L49%%(39)
~ Part r (Math) . . 35% I L4 Bk% JAT7%%
. ] . Note. Means and. standard deviations are for normalized scores M = 50,
" .. ¢ 8D = 10). Number in parenthisis is n for each statistic.
>k _“R( .05, one-tailed -
** p< .01, one~tailed ©
“ ' Table 15 .

Year -2 PSI Means, Standard Deviations; and Correlations for Three

o}

. \\Le_avels of Year 1 MFF Latencies;in the Urban Head S.t'arct'Sample

N ‘ - : e
Status on Year 1 MFF Latency ,

' Statistic | _ High [M=.71]% Middle [M=.58] _  Low [M=.48]
EN . . v '.;; " . ) . J . -~
M . 41.85 (40) 39.55 (38) 40.30 (43) N
. . SD R ' 9.21 8.26 ; 8.68 ' .
- ST r (Reading) s . 66%%(37) 41%%(33) " .30%(41) R
T .(Math) o W49%%(39) - -.02 (36) - 17 (42) . -

s o 4 . . ' i . . . :
. N : " ]

. .
'Note. Number in parenthesis ig n for statistic.

Latency mean based on log(X+1) transformation. ‘
*p_( 05. one-tailed
**p { .01, one-tailed
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latencies on the Matching Familiar Figures Test (MFF) and cognitive per-

\
\
i
formance There appeared to be a tegdency, however, for predictive corre-

. lations to be higher for children with the longest latencies and, for all |

groups, to be higher with reading than with math achievement scores,
Ag indicated in Table 16, mean scores on both the Brown and Gumpgookies .

were essentially identicai‘ across the three levels of MFF latency scores.
‘There were no significanth differences in the correlations from the Brown,
although the part correlations suggest'ed that. reported self-esteem con-

tributes significantly to third-grade math performance f‘or'children with |

initial low (i_.e.-, fast) latencies.. Gumpgookies, however, was a significantly

Yeer 2 Brown and Gumpgookies Means, Standard Deviations, and Correlations

for Three Levels of Year 1 MFF- Latency Scores in the Urban Head Start 'Sample

Status on Year 1 MFF Latenc}[

Measure Statistic HiJh[M= 71J Middle[M- 58] LoW[M— 48] R .‘9.
Brown .. M 49.56 (39) 52,83 (38) 50.81u
Self-Referent sD : 10.87 9,20 P " 6.18 ]
' T (Egading) .14 (36) © .10 (33) .09 (40)
’ P.art r (Reading)_ .05 . .04, SN
-~ r (Math)' © .10 (36) -.03 (36) | ,27%(41)
. Part r.(Math) .03 . -.03 T W27% :
Gumpgookies M 49.90 (39) 50.77 (34) - 48 32 (42)
' ©SD | 9.12 . © 10.94 19.09 .
r (Reading) .08 (36) .05 (29) ‘ .50**(40)
Part‘_r_ (Reading) .00 " -.06 T J46%%
r (Math)  -.16 (38) © .33 (32) .29% (41)
Part r

(Math) ~.22 . .36 L27%

ha

Note. Means and standard deviations are for normalized scores: (M = 50,

= . SD = 10). Number in parenthesis is n for statistic.. .

aLatency' mean based on log(X+l) transfor!n:’tion.
*p € .05, one-tailed
**p ¢ .01, one~-tailed
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vetter predictor for children with a fast response 'style than for children
with a relat1vely slow response style (for reading z = 1.96, p <.05; and for

math g_=§l.96, p £.05). Perhaps on a measure like Gumpgookies initial

responses are the most valid. Scores for children who respond quickly there-
fore would be more predictive.. Another possibility is that the short latency
category comprises two kinds of children. Thus, some fast responders may be

highly motivated children who perceive that they are being timed and~there-°

fore answer quickly, while other fast responders may be‘very unmotivated for

the task:and simply respond without thinking in order to finish’ the task
quickly; if children in the former.category got high Gumpgookies scores ..,
while children in the latter group got low.scores; a relatively high corre-
lation.between Gumpgookies and later;:chievement in the fast reSponding

group as a whole might be expected.

Relationship of Status on Year 2 MFF Latency to Predictions from Year 3

Measures for the Rural Head Start Sample

" Table 17 indicates.that mean levelsyon Year 3 PSl were essentially

unrelatedlto status on MFF latency. Similarly, there were no significant:

"'”differences ameng the correlations to third-grade achievement. Table 18

indicates a similar lack of mean or correlational differences for Year 3
Brown and Gumpgookies scores: While the correlation of Gumpgookies to.

reading appéars to be lower for children in the middle MFF latency group,

d it is not significantly different from the correlations in the high and low

groups. The higher' correlations from Gumpgookies to math for children with ~
short_latencies (i.e., the low group) that were noted‘in‘the urban Head

Start sample in Year 2 were not replicated. Instead, Gumpgookies perform-

ance contributed significantly to the prediction of'third-grade'math
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Table 17.
Year 3 PSI Means, Standard Deviations, and Correlatidns for Three

Levels of Year 2 MFF Latency Scores in the Rural Head Start Sample

.Status on MFF Latency

_Statistic Low [M=.46]

High [M=.711° Middle [M=.59]

M 46.40 (48). 46.51 (49) 47.92 (48)
sb - - 6.97 6.14 ' 6.24

r (Reading) . 56%* (48) .27%(49) . 38%%(45)
r (Math) .60%**(47) -33*%(49) .53*%(48)
Note. Number in parenthesisris n for statistic. S -

*p €.05, one-tailed '
**p_ .01, one—tailed
Table 18

s

Year 3 Brown and Gumpgookiés Means,.Standard Deviations, and.Correlations

for Three Levels of MFF Latency Scoresjin the Rural Head Start Sample .

Status on MFF Latency

Measure Seatistic Higth=.77] ~ Middle[M=.59] Low[M=.46]
Brown M 47.66 (48)  48.77 (49)  47.05 47
Self- Sh . 9.10 10. 86 9.26
Referent . r (Redding) ,-.19 (48) .07 (49) .09 (44)
‘ Part r (Reading) '~.24 . .04 .00
r (Math) =16 (47) ~=.05 (49) .12 (47)
Part r (Math) , -.21 -.09 : .00
Gumpgookies M 48.22 (42) . 47.27 (39) 50.30 (44)
. SD -11,60 - 8.29, 9.39»
r (Reading)  .35%(42) - .09 (39) 40**(41)
Part r. (Reading) = .14 .02 ' .26
‘ r (Math) .68%%(41) «49%%(39) .52**(47)
Part r (Math) .48%% 42%% .32%
Note. Means and standard deviations are for normalized scores (M = 50,

= 10).

Number in parenthesis is n for statistic

aLatency mean based on log(X+l) transformation

‘*p .05, one-tailed
- **p (.01, one-tailed

53
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achievement scores regardless of the child's prior latency response to

the MFF.

Relationship of Status on Year 1 Cooperation Ratings to Predictions from

Year 2 Measures for the Urban Head Start Sample

These analyses are limited to the urban Head Start saﬁple.giﬁce the

-

Eight~Block Interaction Task was not administered:ih Lee County in Year 2,

the spring prior to entryuinfb Head Start in that site. As can be seen in

Table 19, there was a tendency for Year 2 PSI to increase as Coaperatioﬁ

ratings inéféased. Indeed, the significant correlation between these two
scores of -.27 -indicated the existencé of such a linear trend. While one

¢

might expect achievementrscores to be less walid aﬁong chiidren r#ted as
h ‘ relatively uncooperative, the correlations to reading were actually highestb.
- in the gfoup with the lowest-coopérafion ratings.- Thése findings suggest the
generalizatioﬁ of ‘personal and social Sehaviors which facilitate or inte;fére
with learning (e.g., attentiveness,.involvement, attitudes toward teaching adult) a

r *  and the cumulative effects of early learning difficulties. However, given the

Table -19 -

X

Year.2 PSI Means, Standard Deviations, and Correlations for Thrée F 
Levels of Year 1 Cooperation Ratings in the Urban Head Start Sample

A}

Status on Year 1 Cooperation Ratings

Statistic L High[M=1.35]% Middle[M=3.15]  Low[M=6.24]
M 41.62 (37) 39.89 (37) 37.78 (36)°
s " 7 9.50 8.48 8.41

.r (Reading) 7 .32%(33) : .35%(35) .61%%(33)
T (Math) - .13 (36) T L34%(37) _ .28% (35)

Note. _Number in parenthesis is n for statistie.

aLow scores indicate a high levél of cooperation.
*p < .05, one-tailed
**p ¢ .01, one-tailed

SHE
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small sample sizes, the correlations for the three groups did not differ

significantly.

4

.- Table 20 indicates thatiprown mean scores also were ‘relgted to status
on the Cooperation'ratings; the COrrelation of ~. 24 between'these two scores

e .

indicated a small but statistically significant linear relationship. This

@ ‘.

could be caused by the tendency of teachers to give more positive feedback
" to cooperative children, which in turn would etiliance’ the self-esteem of
VA
these children. Also, since an attentive, task-oriented child is more

likely to benefit in a learning s1tuation, the increase in competencies is

likely to result in more positive self-regard. While correlations with
Table 20
Year 2 Brown and Gumpgookies Means, Standard Deviations, and Correlations for

Three Levels of Year 1 Cooperation Ratings in the Urban Head Sta;t Sample

Status on Year 1 Cooperation Ratin g

Measure Statistic HigE[M’1-35] Middle[M=3.15] Low[M=6. 24]
Brown M 53,27 (37)  50.60 (37)  48.92 (35)
Self- . SD . 8.45 8.61 °  10.41
Referent r (Reading) -.18 (33) .26 (35) -.05 (32)
o ' Part r (Reading) -.27 .25 . =10
- r (Math) © .06 (36) .30%(37) -.14 (34)
Part r (Math) .03 - .28% . -16
Gumpgookies M 50.78 (34) 52.07 (35) 46.06 (34)
‘ s 9.78 9,54 8.70° - .
r (Reading) .11 (31) .28 (33) .24 (31)
Part r (Reading) .06 .22 ' .08
r (Math) - .13 (34) . -.01 (35) .27 (33)

Note. Means and standard deviations are for normalized scores (M = 50,
= 10). Number in parenthesis is n for statistic.

_ Low scores indicate a high level of cooperation.
*pg. 05, one-tailed »

1
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third-grade'reading and math achievement scores appeared to be slightly

j higher for children with moderate Cooperation ratings, there were no
significant differences anong-the correlations.

Gumpgookies scores also were relatedrto Cooperation ratings

(xr = -.28), indicating some generalizatiqn of attentineness to cognitive;
task demands across years for ‘both self-report andvsituational measures.

- Status on the Cooperation ratings, however, did not siénificantly influence
the level of correlations between Gumpgookies and the third-grade achieve-
ment scores. ¢ - ' . v »

Summary of Moderator Variable Analyses‘b

In general, initial status on measures of cognitive level,.response

tempo, and cooneration did not significantly influence predictions from

Head Start year-sccres on the Brown or Gumpgookies.~ However, atendency,'uz

in the urban sité for Gumpgookies scores to be more predictive for fast

than for slow responders nas noted. In addition, Year 2 PSI scores in the
_urban sites appeared to be most valid for the high ability children' indeed

Year 2 PSI scores were not significantly related to third—grade reading and
l math for urban children classified in e1ther the middle or bottom third

on Year 1 PSI. The lack of replication of these findings in the rural .

>Head Start sample may reflect chance findings given the small sample sizes

involved, or differential findings according to absolu:e levels of scores
and/or variation in meanings of scoreséﬁt different developmental levels.
In both the urban and rural sites, auring the preschool pericd greater

- ) . o .
self-esteem and achievement motivation werg assoctlated. with higher pre-

academic skills. Alsc, those urban children whclnere rated as nore




~-57-

w

cooperative during the Year 1 mother-child Eight:Block_Interaction session -
tended to have higher self-esteem, achievement mo tiivation, and preacademic
skills in the spring of the HeadlStart year. The generalization of task
orientation across years-may be seen as facilitating the‘child's learning,
thereby leading to greater positive reinforcement and increased self regard

As noted earlier, these findings are at best suggestive of promising.
directions for future research. The main analyses for the present report‘
,described the influence' of concurrent cognitive fevel upon'predictions of
third-grade academic achievement.from preschool measures'of self-esteem
and achievement_motivation. In future analyses the modifying effect of
concurrent assessment of response latency and'cooperation might be examined
band the extent of agreement with present findings determined. ‘Also;:

" additional study findings may suggest other'variablesrfor meaningful

differentiation both.among children and their ervironments.

3

Comparative Findings for the Urban "No Preschool"  Sample

In the following set of analyses results are presented for the sample

-

of urban. black children who, accordingfto study records, had not attended

a preschool of any kind. Although these children came from families of

A |

" slightly higher socioeconomic status than those in the Head'Start sample

-

(see samole description in’Chapter 2), they were initially similar in
.terms of their Year 1 PSI scores (M = 39 39 vs. 38.67, SD = 9 26 V8.

v8.89, respectively). While the general-ruleAin\previous tables was to

not report correlations based on fewer thanvéo children; that }ule wasznot

- used in tables in this section due to the small size of the "No Preschool"

sample, although no-correlation reported was_based‘on_fewer than 15 children.
o . ' ‘ ) o o

With such small sdmples, inferences based on the relative sizes of correlation

i
\
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coefficients must be made very cautiously. For example, with samples of
20 children correlations qust be at least .38 to be significantly different

from zero at the'.OS-level, one-~tailed.
. . B

Relationship of the Measures of Self-Esteem to Third-Grade Cognitive-

Perceptual Performance for the Urban "No ‘Preschool' Sample

The results of the analyses for the self-esteem measures presented in
Table 21 can.be cpmbared to the results for the Head Start sample presented
Table 21 . ‘ .

Means, Standard Deviations, and Predictive Correlations for

Self-Esteem Measures in the Urban "No Preschool" Sample

' Correlations .

‘Minimum | o ’ Concurrent __Third~-Grade
Measure Sex . n M 8D PSI Read -Math Raven
Year 1 Brown B 22 .83 .17 .29 .17 .13 .07
Self-Referent G 28 . .83 .15 .15 .10 .13 -.25
Year 2 Brown B 18 .87 .15  .e4%* 50k .45% .18
Self-Referent . G 25 - .90 .07 .21 .06 .02 ~-.18
Year 3 Brown B 23 92 .07 .04 .38% . ..29
Self-Referent G 31 .92 .08 : .26 .38%  ~,05
Year 3 Brown B 23 92 .11 09 L49%% 20
Teacher-Ref. G 30 .94 09 .12 .21 - .29
Year 4 Brown . B 20 12,70 1.29 . .10 =.02  =-,25
Self-Referent . G 31 12,82  1.18 .10 . .26 -.08
. Year 4 Brown B, 19 = - 12.67 1.49 .00 .7 -.07
Teacher-Ref. G 31 12,82 1.04 .23 .29 -.24
~Year 4 School ‘
Perception B 20 3.48 .90 W22 . .21 © .05

Interview . G 31 3.82 . .39 .10 .07 .29
Item 21 ' o . C

©

- * p<.05, one-tailed
** p<..01, one~tailed
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in Tables-3.andv7. Mean values in~beth sampleS‘were quite high and did not

differ significantly, suggesting that the. urban Head Start programs had no

significant impact on self-esteem as measurad by the Brown. As was found

for the urban Head Start sample, mean Brown scores for the urban "No Preschool"

—_— ~

group tended to be higher than for the rural Head Start group; in Year 3, with

-the rural sample attending Head Start, no'significant‘differences were
obtained. Although children's self reports of school performance in first-.

grade generally were high, the mean for urban "No Preschool" boys was lower

than that for urban and rural Heéd-Start boys and girls.

A comparison of predictions-from the Year 2 Brown in the two samples

" indicated somewhat'higher predictions for ﬁNo Preschool" boys than for Head

Start boys; this trend was not evident for girls. For boys, the differences
between the correlations in the two'samples were significant for the corre-

lations of Year 2 Brown to both-concurrent PSI (z = 2.70, 2_( 05) and reading

(z = 2.17, p_( 05), although the difference in the predictions to math ‘'was not

]

significant (z = 1.84, p;>.05). Howeyer, since the same trend was evident in

" Year 1 (i.e., before the Head Start sample entered classes), che difference

does not'appear'to have'heen‘caused by Head Start~attendance.

A comparison of the part correlations presented in Table 22 with.those'
for the Head Start sample reported in Tables 4 and 8 suggests the absence
of any significant differences, with self —esteem measures not adding signif—

icantly to the prediction'of third-grade performance from Year 2‘PSI.scores;

- Relationship of the Measures of Achievement Motivation to Third-Grade

Cognétive-Perceptual Performance for the Urban "No Preschool' Sample

The data presented in Table 23 reveal‘the same trend noted earlier for

Gumpgoohies scores to increase'With age. . As was generally found for the
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Table 22.

Part Correlations.of Self-Esteem Measures with Third-~Grade

. Cognitive-Perceptual Measures for the Urban "No Preschool" Sample
- o Minimum - Third-Grade
~ . Measure ] - Sex : o ~__Read Math Raven
Year 2 Brown - B 18 .32 .29 13
~ Self-Referent G T 25 - =01 -.05 ~-.20
Year 3 Brown ~B 22 -.11 .27 .26
Self-Referent G 26 b, .27 -.08
Year 3 Brown B -2 -05 3% .16
Teacher-Referent G 26 =14 -.01 .05
- Year 4 Brown B 18 11 ;.in o =25
Self-Referent G .25 . .10 .26 -.08
‘Year 4 Brown .’ B 18 ' .07 14 - =-.08
.Teacher-Referent G 25 W13 .18 - -.,28
‘Year 4 School
Perception . B 21 ' .15 .15 : .03
Interview R & 25 .17 A5 31
Item 21: ' ' o )

Note. Year 2 PSI score is partialed out of Self- Esteem scores.
' (Zero-order correlations of Year 2 PSI to Year 6 Reading, Math,
and Raven scores, respectively, were as follows: for boys, .39

.36, .13, and for girls, .32, 35, .07.) = -

3

N -

urban and;rural Head Start samples,'differences betmeen the sekes favored i
'girls, but they were too small .to be significant. A comparison of the
results presented in Table 23 with the comparable results presented in

/ Tables 5 and 9 indicates a slight though consistent, trend for achievement

motivation scores to be higher in the ”No Preschool" sample. In Year 3,

65
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"Table 23

Means, Standard Déviations, and Predictive Correiations for

Year 2,-3, and 4 Achievement Motivation Scores for the .

.Ugban-"No Preschool’ Sample

b

’ . : Cbrrelatibns
: . . Minimum ‘ Concurrent ~_Third-Grade
Measure "~ Sex n M . SD PS1 . Read Math Raven
m\\V : E— —— - = .
Year ‘2 . B 18 52.38 10.74 .49% 01, .34 < =102
Gumpgookies G 22 55.21 9.08 .42% .27 . .20 .17
Year 3 B 18 . 59.74° 7.89 -.42 ' -.03 S L
~ Gumpgookies G 18 62.11 6.14 4% .34 .61%%
Year 4 . B 21 50.42 10.68 - . .23 e .31 .06
Gumpgookies - G 25 - 54.50 4.10 ? -.21 -.30 .09
' | i ’ e
geﬁr 2 rask Be 20 18.65  5.26° .34 .05 -.08
claster rask g 32 .- 20.41  5.02 .25 .11 . .08
Orientation : W <
Year 4 School : N o
Perception B 20 2.74 .62 -.01 " .37 .34
- Interview - G . 31 2.70 .64 04, -.12 - .21,

Item 1

- % p« .05, one-tailed
*% p .01, one-tailed

? ’
v

when Gumpéookies scoreé»for girls were Eést p{ggictive.of'Lgtérxégﬁieve-

[ment,Gnmpgookies scores fof girls inlfhe_"No‘P;eSEhoold éample were

' sigﬁificantly highef'than"gir&s'ASCO;es_in the Head Start Eaﬁple (t'= 3.34,1
v . . _ _ '

df = 56,.;1(.05).. As was found 1in the Prban and rural HeaQAStart samples,

feachgrs' ratings of the children's task orientation in°fifst gfade favored

girlé.




a*

' Summary of Results for. Urban "No Preschool" Sample

’“/;«- _J ' —62— - L BN
The correlation patterns were fairly similar in the two- samples, with

Year 3 Gumpgookies again predicting achievcment only for girls. Although -
~ ~ & - . ~.\t .
‘the correlation of Year 2 Gumpgoqkies 'with concurrent PSI appears to be ™

'higher for "No Prsschool" boys than for Head Start boys, this difference. , ‘ﬁ\\
was not sign1ficant (z = 1.04, p>.05). _In contrast to the significant

. e LL ) ‘ o . e
correlatiens with third-grade achievement obtained for urban Head Start

girls, teacher ratings of ‘those urban children who had not atténded pre- -

-

school were not signlﬁicantly related to the children s later school skills.
v i Q’

. The part correlations are presented . in Table 24, which may be compared to’

3
o

“the part correlations for. the Head Start sample presented in Tables 6 and 10

v -

Pattcrns of part correlations for the Gumpgookies scores were essentially

51m11ar_in.the two. samples. However, for the, "NocPreschool" group, Gump-,
. . . : ~A\g . Y
gobkies scores in Year 3, when theselchildren attended kindergarten andy
were first enrolled in school, did contribute;significantly to third-grade

reading scores.

. . “

5

‘Few differences were found in-either mean levels or patterns of correla—
o . & A
tions between the urban '"No Preschool",and Head Start samples. Although Head

Y o

Start attendance in-general had no significant differential impact on these
" scores, certain’indiyidual.Head Start programs or teache?s may have been dif-

ferentially effective. In addition, generalizations should be made very :
cautiously from the "No~Preschool" sample because of its small size. Since *
all children in the No Preschool".samplehwere'from areas where Head Start -pro-

>~ ) c e . ) L.

grams were aVailable, these children were from families that chose not to.send -

their children ‘to Head Start or any other preschool program, and they ‘thus are

o

not representative of families that were unable té enroll’ ‘their children because :

.

s 3 " . ‘\_ :. . Coa

»

"N
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; | . g oo . -Table 24 .

i 14

Part Correlat10ns of Measures of Achievement Motivation with

.oe
~ . *

. Third— rade Cognitive-Perceptual Measures for

IS

the Urhan,"No Preschool" Sample:

- i L -
2 . . - ‘. .
S Y ‘ - S . . -
- B - L e ° . ) .

-

@ ///// - - . Minimum . . Third~Grade ¥ Vg
_://// °' "Measure - _ Sex - - n Read Math Raven
A Year 2 . B 18/ .2t .19 -0
Gumpgookies G 22 W14 .06 .« .16
Year 3 B 15 ° -.52 -.12 .08
» “Gumpgookies G . , 15 . Ja4% 31 B61%%
N Year 4 ", "B 18 .23 31 . .06
‘\\GumngOkies; 86 20 © =09 -.18 .13
| 4 Schaefer B ‘1 .30 .01 -.09
' Task,Qrientation @G 27 .18 .03 .06
Year 4 Schgol : o )
Perception B .19 ~-.19 “25 .31
I Interview G- 245 , 03 -.13 W21
- Item_1 '

-

Note. Year 2 PSI’store is partialed out of Achievement-Mofivation scores.
Y CZero—order correlations of Year 2 PSI to Year 6 . Reading, Math
" and Raven scores, respectively, were as follows: for .boys, .
.36.,. .13, and for girls, .32 .35, .07.) .

L3

o o* R_(‘.OS, one-tailed L T
** p< .01, one-tailed B

— . %

no programJ%xisted. Theihigher Year 1 SES 1eve1»in the "No Preschool”

,Asample also sgfgests that the two samples were not initially totally

comparable. Continuing group differences in the home environment may

]

" “have occurred wh{gh interacted with the variables under - investigation. The ﬂwf.

f

difﬁerential effects of SES 1eve1 are explored more fully in the next,section. .

. .
) P " ~ -
~ . : - |

.
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Comparative Findings for the Rural "Other Presehool" Sample

The following analyses for the rural "Other Preschool"‘sample provide
a basis for comparison with a groUp of children who were different from the
rural head Start sample in terms of race and socloeconomic statns, but who
also had group preschool experiences. Thus, these analyees were"not de--
signed to show the impact of preschool experiences on-self-esteem’and
achievement motivation or their correlates with achievement, ratherlthey-
provide an additional method of determining the stability of relationships
across children with very different background characteristics. |

Relationship of Mea9ures of Self- Esteem to Third-Grade Q_gnitive—Perceptual T

Measures for the Rural "Other Preschool" Sample
Comparing the means for the rural "Other Preschoolﬂ éamplevpresented

in Table 25 with those for the rural Head. Start sample presented in

‘Tables 3 and 7, it:appears that in Years 1 and 2 self—esteem scores were

slightly higher in the "Other‘Preschool" sample, although by Year 3, when

. both groups were attending preschool,'there were essentially no‘differences,

with hoth samplea at ceiling levele. InlYear &. Brown scores remained at very}
high levels in both samples. Similarly, scores on the Sohool feroeption
Intervien.item were high in both samples. Thus, in first'grade, following‘
Head Start attendance, there was mo enidence for lower self-esteem in low-
SES_populatione. | | |

\

The patterns'of.correlationsrﬁere fairly similar in the two samples,

‘except for girls in Year 2 where the correlations of the Brown to both con-

-

current and later achievement were negative in the "Other Preschool" sample,
but positive in the Head Start sample. The absence of such a trend in

either Year 1 or Year 3 suggests that chance.fluctuations in ‘this highly

@ . . -

6.)
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Table 25 : ]

Means, Standard Deviations, and Predictive Correlations for

Self-Esteem Measures for the Rural "Other Preschool Sample

CTorrelations /

o Minimum - Concurrent ._Third-Grade.
Measvre Sex n "M SD PSI - Read Math Raven
Year 1 Brawn B 32 .86 14 «34% .28 yg8*~ J34%
Self-Referent G . 28 .88 .15 .20 ‘ A1 i25 .04
Year 2 Bron B 36 .88 .11 .27 .18 lon 23
Self-Referent -G - 28 = - 91 .08 -.44 =231 VL.ZS -.42

Year 3 Brown B 36 . .89 - .10  .29% . .24 | .30% 54wk
Self-Referent G 29 S .92 .08 21 W33% / 29 «33%
Year 3 Broon B 33 92 .11 .25 07 | .13 .3
Teacher-Ref. . G 29 .92 ° .08 .07 .12 / .22 .29

" Year 4 Brown B 40 12.52  1.54 . .19 /.20 ° .22
Self-Referent G 33 12.71 .1.31 - ‘ -.02- .13 .06
Year 4 Brown B 40 12.55 1.63 .33 .35% L27%
Teacher-Ref. G 33 12.47 - 1.83 -.2 . =06 -703,
Year 4 School : : L
Perception B 40 3.35 .83 ' .%3 «36% CW31%

- Interview . G 33 3.59 56 -¥2 @ -.21 -.19
Item 21 ' : : o

* p<.05, one-tailed

*% p{ .01, one-tailed

skewed distribution may have contributed to this result.  Also, for thé
"Other Préschool" grouﬁ, in first-grade boys' Teaqher-Refereﬁt,Seif-Estéem

scores were significantly related to their third-gradé cognitive pérforménée. -e

' Similarly, these‘boys' perceptioﬁ of how wéll th y were doing in échool was

-~

o “vsignifiéantly related to their third-gréde math- scores. ‘Indeéd, for

Y

A L]
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white middle-SES boys, their self-esteem scores in Years 1 through 4 were
consistently related to their third-grade math scores.
The part correlations 'presented in Table 26 may be compared with the

part correlations'presented in Tables 4 and 8. There were no‘sigﬁﬁficant

‘differences between the two samples in these part correlations. Note that

Table 26
Part Correlations of Self-Esteem Measures with Thirdfgrade :

Cognitive-Pefceptual'Measures fof the Rural "Other Preschool" Sample

<

. Minimum . ~ Third-Grade
Measure . Sex n Read Math . Raven
Year 2 Brown = B 35 14 25 a7
~ Self-Referent G , 28 -.09 -,01 -.18
Year 3 Brown B 35 .7 .15 .20 .39k -
Self-Referent . G 27 .20 : t.16 . ' .19 '
~ Year 3 Brown ‘ B 33 -.02 .03 : .22 i
Teacher-Referent G 32 - .08 .18 .25
Year 4 Brown B 35 . .14 .15 .15
. Self-Referent G 28 .03 .18 S W11
Year 4 Brown B 35 .27 .28% .17
Teacher-Referent G 28 -.06" . .13 .17 *
Year 4 School _ : . ‘
Perception - B 35 .15 W27 ¢ .17

Interview G 28 -.02 , -.11 -.09
Item 21 B ' e

Note, Year 3 PSI score is partialed out of Self-Esteem scores. (Z:ro-
‘ order correlations of Year 3 PSI to Year 6 Reading, Math, and

Raven sqﬁres,,respectively; were as follows: for boys, .34, .40,

and .57, . and for girls, .60, .63, .65.) ' -

. * p<.05, one-tailed

** p ¢ .01, one~tailed

o

aQ
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wheﬁ the Year 3 PSI score was partialed out the correl;tions for.girls
from Year 2 Brown scores became positive. Also, the Year 4 Teacher-4
Refereng Self-Esteem score contiﬁued to significantly éreﬁiét third-grade
math achievement sCores'for white middle-SES boyg.

Relationship of First-Grade Measures of Achievement Motivation to Third-
4]

Grade Cognitive—Perceptual Measures for the Rural "Other Preschool" Sample

The means presented in Table 27 may be compared to the means fdrithe
_rural Head Stapt‘Sample in Table 9. (Since Year 3 Gumpgookies was grbgp
administered in. target classrooms, no $cores on it are available }or the
"Other Preschooi” sample.) While there were.no race/SES differences for

rural girls in Year 4, first-grade Gumpgookies scores were significantly

5

higher for boys in the rural Head Start sample than for boys in the rural

"Other Preschool" sample (t = 2.45, df = 126, p<.05). This is in direct

Table 27
. | : y o°
Means, Standard Deviations, and Predictive Correlations for

L

Achievement Motivation Measures for the Rural "Qther Preschool"_Sample

Minimum ___ Third-Grade

Measure : Sex n M SD . Read Math Raven
v ' . ) . . ‘ ' : !

Year 4 - B 40 . 50.00 -7.65 .04 .01 .12
Gumpgookies 6 33 . 52.91 6.24 .01 -.14 -.20

Year 4 Schaefer B 39 20,77 4.95  L4TR% . Sekk L 43%%

Task Orientation =~ G 33, 20.65 ¢5f22 12 .08 .31

Year 4 School’ < C -

Perception ». B 39 - 1.95 +92 .20 J29% (12
Interview - G 31 2,21 .93 .21 - .10 .02

I;Em l o 6 . c

* p <.05, one-tailed
** p (.01, one-tailed
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opposition to previous findings on the relationship of SES to achievement
motivation (e.g., Adkins,.Payne & Ballif. 1972). However, since Gumpgookies
scores in the "Other Preschool" sample did not correlate with teacher ratings
of task orientation in first grade (see Appendix Table B4) and were not pre-
dictive of later achievement, the score apﬁarentlyihas different meanings

. : {
in the two groups. Self-reported gchool enjoyment (School Perception

Interview Item 1) also was higher for children in the Head Start sample,

with the difference for boys reaching statistical significance (t = 2.37,

df = 123, p<¢ .05). As was evidenced in the rural Head Start group, self-

ure/ported school enjoyment was associated with higher‘third-grade math
/

Ey

scores for white middle-SES bojs. v !

On the Schaefer Task Orientation score, which was predictive of later

achievement for boys- in both samples, mean scores- were significantly higher

for the white middle-SES "Other  Preschool" boys ‘than for the black lower-

<« -

SES boys in the Head Start sample (t = 5.58, df 126, p'<.01), although

the difference for girls was not significant (t l.93f df = lOl; 2;}.05)

S

. Unlike the Head Start sample, in first grade the difference in Task Orienta-~

.

tion ratings for boys and girls in the "Other Preschool" sample was not sig-
nificant.l "Although in the rural Head Start sample Year 4 Task Orientation
scores were predictive for both boys and girls) in the rural "Other Preschool"
éamnlevthese predictions were significant only for boys. -While the faiiurg to
predict for girls'might be ascribed to the low rariation and high mean level
in ratings in Both years (see Appendix Table B4) and conseduent low reliabile‘,

ity of the ratings (the correlation of Year 4 to Year 6 ratings for this sample

of girls was .00), the relatively high correlations for boys are more difficult

u

lBy ‘third grade, however, a significant sex difference favoring girls was
obtained -
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to explain since the Year 4 to Year 6 stability of the ratings for boys

was only .15. Bbyé'may be more likely to display the critical achievement-

related behaviors in first grade‘enablipg predictive differentiation, or
first-grade teachers‘may be more aware of these behaviors than teachers in
thi;d grade. Moreover, young boys may be expoqed to more vériation in the
school environment (e.g., more approval and disapproval) and/or be more
.susceptible to such variation. |
The bart corfelatiohs presented in Tablg 28 may be cqmpéred to the part
correlations for the rural Head Start samplé in Table 10. Thére we;e no

" significant differences between the part correlations in the two sampies, .

with first-grade teachers' ratings of task-orientation still4¢6ntributing

Table 28

Part Correlations of Achievement Motivation MeaSQres with Third-Grade

¢
v

Cognitive-Perceptual Measures for the Rural "Other Preschool" Sample-l

~

Minimum . 'Third-Grade’

Measure ‘ Sex n Read Math Raven
Year 4 B 36 -.06 -.11 " -.06
Gﬁigguokies G 28 .15 .00 -.06
Xeaf 4 Schaefer B 36 ; .37% : bRk 24 '
Task Orientation . G : 28 Coo-.02 -.07 .17
Year 4 School ; : . , - , -
- Perception - 'B 36 .26 . 36% .21 ‘
Interview G 28 ‘ .15 .04 ©=.05
Ifem 1 ' ' S
) . »
‘Note. Year 3 PSI score ié partialed out of Achievement Motivétion scores.
" (Zero-order correlations of Year 3 PSI to Year 6 Reading, Math, and
Raven scores, respectively, were as follows: for boys, .34, .40,
and .57, and for girls, .60, .63, and .65.)
* p <.05, one-tailed ' - | » » o <

** p .01, one-tailed

¢
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to the prediction of boys' third—gradb reading and math achievement scores

e

beyond what could have been predicted solely from preschool estimates of
e ! ) [}

their cognitive ability.

Summary of Results for the Rural "Other Preschool" Sample

}

During this age period, for this sample of children, few race/SES
differences emerged. The middle~SES children in the rural "Other Preschool",
sample were similar to children from the rural Head Start.sémple in self-

reported self-esteem and achievement motivation, especially once children

were enrolled in Head Start. Iﬂdeed, in first grade, children in the

Head Start samplé tended to be slightly higher in self-reported school

enjoyment and Head Start boys exbressed greater achievement moﬁiﬁation.
However, askperceived by their teachers? the task orientation of the
middle-SES "Other Pquchool" children was higher. Thus, children in the
Head Sfart sample .may hafe learned the approériéte'attitudes, but not the.
conc}ete steﬁs necessary to put those attitudes into felevant actions.. It
is also possible that teachers rated chiidre; according to their éwn SES/

race expectancies and biases and were not sensitive to the children's actual

behaviors."”The differences in stability coefficients for the Task Orientation

scores by race/SES described in Appendix B suggest there was less change in

child behaviors in school forvthe low~-SES groups, or less sensitivity in

‘teachers in perceiving differences in children of a different status level

than themselves, aécoﬁpaﬁied by greater congensus over time among teachers
concerning the variablesbused to make their judgments of low-income ‘black
children. Except for the lack of prediction for the task-orientation ratings

for the middle-SES girls, correlationa.i patterns acrosgs the two samples were

quite similar.‘

15




Chapter 6

SUMMARY -AND CONCLUSIONS

In the current, report; thé investigation of the relationship of self—
esteem aﬁd'achievement motivation to cognitivé—pefcéptuéi performance in
children wﬁo attendedrHead Start focused on three questions: (1) the
relationship dé measures of self-esteem and achievément mégivation gathered
when the children were 3 1/2 to 6 1/2 years of age to reading and mathematics 
achievement in third grade, (2) whether such measures can imprové predictions
made solely from an achievemeng measure administered during the Head Start
year, and (B)rwhether thesé predictions iﬁ the Head Start year differ de-
pending on initial status on measures of cognitive gbility, response tempo,
and cooperatibn. A Criteribn measure of probiem—solving ability aiso was
"included to investigate poséible differential}predictions when'tompafed to
the more direétly school—orignted achievement measures. éupplementary
_analyses‘compafed mean levels and correlations in the samples of children
whé attended Head Start to similar statistics in two comparisoh samples.

Thé ETS—Head Start Longitudinal Study provided the data for the study.
A sample of 467 children from that study whd‘had data on at‘least one of
the earl& measures of self-esteem.and achievement motivation plus scores f;
on the cognitive-perceptual measures iﬁ thira grade was seleétéd. .Ffom this
group, two samples of children'who had attended Head Start were identified.
One sample came from‘two urban northern cities in which HeadaStatt was a

prekindergarten program, and a second samplé"came from a basically rural
b . . R

southern community in which Head Start was a;kindergarten‘level program,

'Since'both of these samples were predominantly black,'thebfew white children
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were eliminated from all analyses in order to avoid any race confounding.
One of the supplementary comparison samples consisted of urban black
children with, as far as could be determined, no preschool experience,
while the other compa ison sample consisted of rural middle-SES white
children who had atteidbd non—Head Start preschools. The total sample, then,
consisted of 467 children distributed among four subsamples. Since pre-
vious research suggested the existence'or sev and'race/SES differences in
both meanvlevel comparisons and patterns ofvintercorrelations,analyses ”
were performed separately by sex within race/SES'groups. ,Ihus analyses
were run separately rordeach of'eightisubgroups representing differing
sex, preschool experience, SES, and geographical areas of classification.

The BrownvIDS Self-Concept Referents Test was the measure of self-

esteem used from preschool-through the first'grade. In first grade it

’

.was supplemented with an item from a child interview which asked the child

[

to rate how well he thought he was doing in.school. Achievement motivation
was assessed in the preschool years and in first grade with Gumpgookies;
which was supplemented in first grade with an interview item which asked the
child how much he enJoyed school and w1th teacher ratings of task orientation
on Schaefer's Classroom Behavior Inventory (CBI) Third—grade’measures of
self-esteem and,achievement motivation also‘were included in order to pro—‘
vide informationvon stability of the earlier measures, and results’for these
additional measuresbare provided in Appendix B..- Criterion achievement

measures in third_grade'were the Reading and Math scores from the Coopera—

tive Primary .Tests, and the measure of problem—solving ability was Raven

Colored Progressive,Matrices. CGaldwell's Preschool Inventory (PSI) was the
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early measure of school-related skills. The three measures used in the

moderator variableqanalyses Qe}é: 1) psI tdfal score, 2) Létency scores

from the Matching Familiar Figures.Test,,and 3) Cooperéfibn ratings from the
- Hess and Shipman Eighf-Blpck Interaction Task. Fof these analyses the'urban‘

and rural Head Staft*sahples were divided into thirds on the basis of scores 

obtained the spring pribr to entry intoAHead'Stért.-

Self-Esteem Results .

Major results for the self-esteem mean scores indicated that through
v _ thé.first grade the self-esteem of nearly all the children in the Head

Start:samples and in the'comparisop'Samples was uniformly high as measured

o

by the Brown IDS Self-Concept Refereénts Test and the item from the School

o

Perception Interview. Although initially slight urban vs. rural and
race/SES differences were obtained, with rural low-SES black children o ‘

obtaining lower Brown scores, these site and race/SES differences were not . .

evidenceqd once these children were enrolled in Head Start. This suggests

~that preschool teqcheré“ﬁeed not stress progréms designed to improve self-
esteem. However, self-esteem scores in third grade were well below ceiling

levels, and there also was evidence for significant race/SES~differences, .

R

.~ at least in girls. Thus; téachefg in the early elementary grades, espec- ' °

N o
@

£

ially'teachérs 6fbeconomically disadvantaged children:ishourd be pérticularly_

aware of their behaviors which may decrease the initially high levels of
children's self-esteems - o ; \ L
It should be noted that the contfa&ictory findings reported in the

: . . R
literature regarding race/SES differencés in self-esteem (cf. Long, 1969;

Zirkel & Moses, 1971) hay reflect'the-impact of differences in develop- c .

“mental level and environmental context'nqted here, .wbile not -conclusive,

‘. ~ . [7 v ) X z ’ . ; . ' . X
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. the current results are consistent with preyious findings (Calsyn, 1973;
Kifer, 1975) that differences in academic self-esteem develop as a reaction

“to school success and ' failuresfrather than acting as a cause of. such school
performance. Also; for primary grade children concurrent estimates of self-
esteem were morevhigﬁly related to academic achievement (Reading and Math
scores) than to’ estimates of a more abstract problem-solving (Raven scores}
Since the child is more likely to be receiving feedback in the classroom on
the skills assessed by the‘Reading and Math tests than on the reasoning skills
represented,by'the Raven, this finding,is consistent with the notion of

‘academicﬁsuccess acting as a determinant of self—esteem.‘
“Predictive:analyses with the Bromn generally yielded low correlations .
Qith'the third—grade cognitive-perceptnal measures,'although a nbmber of o
the correlations were statistically significantir-However, in the.roral i
‘site;correlations from Year l Brownlscofes to third—grade mathuscores
nere relatively substantial;'accounting'for aboutYZOZ of the variance in

Y

‘the math scores. For correlations from the Brown scores obtained during

Y
’ [

the Head Start year, there were no statist1cally significant correlations
for urban boys or rural girls (and only one for ruaral boys) The highest

: correlation from the Head Start. year scores accounted for less than 132 of

A
o

. the’ variance in any of the third-grade cqgnitive-perteptual scores.
ey R N sy . N _. ’ . - . ' X .
' For predidtions from Head Start year scdres, in the jurban sample the

Brown made ﬁo significant contribution to what could have been predicted

u

from the PSI alone, while in the rural sample, Brown scores added slightly

(though statistically significantly) to predictions of math achievement scores

for rural~boys,(Pantg£ = .22). -Correlations from the Brown were fairly con-_

sistent over the three levels on each of the moderator variables. It

.

‘s

L . - . . 5




~75-

should be noted that even though a score is not predictive of third-grade

" achievement it may still provide valuable information. ,Thus, one may

want to know about the self-esteem of preschool children'whether or not it

predicts later achievement. . Because ‘a preschool measure of self-esteem S

e
failed to improve ont predictions may not mean that self- esteem is unimpor-

tant for later achievement, but only that it is already reflected in the

early cognit1ve measures. Indeed, ’cons1stent with earlier indings (Emrick

11972; Walker et al 1973) there were a number of significant correlations

<

beanen-Brown scores and concurrent PSI scores.

]

Results of the internal analyses of the self-esteem scores indicated
.very 1itt1e stability over time, perhaps in part as a function of the

restricted range on the preschool measures of self-esteem and partly due

. . . . B _\‘ “
to trae instability in self-perceptions as increasing contact with the environ--

-

' ment causes the child to develop a more differentiated, cr1tica1 perception
ofﬂself

Achievement Motivation Results - : _ ‘_' y

\,while scores were generally fairly high, there were notable individual

«

differences on bothvself—report (Gumpgookies) and teacher rating XSchaefer (

Task brientat&on) measures of academic achievement motivation. Despite
0'1, 3 ~

'.high 1nterna1 consistency reliability within each year, relative rankings

of the children on Gumpgookies»shifted'considerably from year to yeary. «

- especially from Year 3 to .Year 4 in the urban sites. Teacher rating; of
task orientation (perseverence and concentration) suggested a low to moder- -
ate degree of stability in these behaviors from first to third grade, with /

girls. generally receiving h1gher scores than boys. Reported, school enJoy—'

ment was high in both f1rst and third grades, especially among ch11drep who

)
P

. had attended Head Start.

80




»

. ~76- ‘ ~ o

§
Head Starglyear Gumpgookies scores./espedially in\the rural site, ’
“ added significantly*to7predictions from a concurrent-achievement.measure

irrespectiwe of the child'svlevel of preacademic'skills."Thus,'Gumpgookies‘
“ a /
apparently assesseSvachievement—related attitudes that are, important for / ’

[3 -~

A later school achievement but Are not yet. totally reflected in concurrent/

AN . o . /

? achievement measures. Since natural variation Adn achiévement motivatio R

' ?

as defined by the Gumpgookies test (1 R8s liking school activities, feeling
- QaJ -

1 G ™\ i}

—~ positive.about one s.gelf as a 1earner, expecting to succeed persevering ’ '

. : . ‘ .
in attempts tod sudceed, and knowing mechanisms/tools which will enable one

.- )

. to succeed)vappears to make a subs&antial independenttcontribution tofpre-
b . '- d" ) K - ‘v . . . . ‘
dictions of .acadeimic success for children of high'and'low achiev;\th levels,
. 23] :
preschool programs designed to develop these attitudes might make-a sub-‘ﬁ

R4 g L] 1\
.

g stantialicontribution to the child's later success in school

While there were a number of-significant predictions from preschool

'S

Gumpgookies/scores, especially in .the rural site, by first grade Gumpgookies .

¢ © scores were’ less predictive of later achievement. Thus, there is apparently

s

a critical period for the administration of Gumpgookies.: Perhapg as children

i .

get older they are more likely to take time to think of the socially S

desirable response, and hence give less Valxd.responses. This would be’

. ¢ ’. . o .
' ; consistent with the apparentnﬁindihg that,;ﬁt leasttin ﬁhepurban sample,
scores werzﬁmorelwalid.for children with short:response latencieé (as -

o . A : N .
measured by vFF) thén for children whose style wasogenerally to reflect

»

-~ ‘on an 1te - before 3nswering Another explanation of this critical period"

is that Gumpgookies is more differentiating during the period when these

R v .

axtitudespare in theiraformative’stage and children are first'ex sed to
’ - { ’ . .. . ) oS4 ~
a major emphasis on,school=oriented achievement; thus scores may reflect /-

S
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_ also the child's readine3§ to asgyme such'mdtivation, The Eignificant pre~
dictions from kindergarten year Gumpgookies scores in the urban "No Preschool"
sample is consistent with this interpretation. . ey,

. ) o, : ' e \=—--.

Ratings of the children's task orientation (i e., perseverence and o

C . B

a

o concentration) by theirﬁfirst—grade teaghers also generally correlated

3

) . . ; . b Vi

. relatively highly with third—grade‘%chievemen%,vand signifidantly‘added to .

. _predictions from Head Start year achievement scores. 'However, correlations’

. . ’ — i * L ¢ ’
o . .

were not significant for bdys"fromrthe urban Head Start'sample or for‘gifie '

- S re

from the. rural "Other Preschool" Samplea Although the, 1adk of prediction

2

vfor white middle—SES girls was at least in part.due to their high mean

'ﬂ

vratings in both years, for urban Head Start boys it is not known“yhether

éi:hese differences were Causediby Variabiliéy over time in the“ehild%en
dltheméelves'or by diffienlties of their‘teachers in’identifying.the3imnortant;
signs fopersenerence and concentration in theee children. The resultsyfor”'
lrhgirls.in the urban Head Start sample, however, were quite,striking} nith'.; d;.
cqrrelatinns to 1aten achievement in the;.SO'siand‘part correlations in* .

[

the .40's. Thus, preschool programs which develpp perseverence and con-,

centration:hight be expected to enhance subsequent.acﬁievemént scores of i,

. o . 3

: children”in these programs. : ;o

:
L

Except for children in the rural middle SES sample, in first grade

girls got significantly higher mean ratings than boys, and in the rural

-

@ . .f samples children from the white/middle—SES sample got higher ratings than ;
children from the black/low~SES Head Start sample., (These differences

were maintained in third grade with the miédTE”SES sample also evidencing a
-.; -
significant.sex difference.),-Comparison of scores on the variqes.first-grade

. ’ e \} &
" . . t . R . Cous. )
measures of achievement motivation in the urban Head Start ‘sample to similar
i . ‘ A : ‘v ) . - . . .




-78-

scores in the urban 'No Preschool" sample failed to show any advantage for
children who attended Head Start. Of course, individual Head Start programs
may have been very successful in fostering these behaviors. In thé riral

site; for example, first grade self-reported school enjoyment-and achieve-

'y -

ment motivation were significantly higher for black boys who attended Head

Start than for white middle-SES boys.

While self—reporfs by low-SES black children in first grade indicated

‘that they enjoyed school and had hiéh levels of achievement motivation,

these positi&e attitudes wéfe,not reflected in their basic reading and math
skills, or, especially in boys, in ta§k46riepted behﬁviors as percéived by

their teachers. Thus, while developing positive attitudes may be neéessary
fer school succéss, it is obviously not sufficient; ,teachers also must pro-

vide adequaié instruction on the appropriate task-related behaviors, Also,

<

the school environment’must reinforce and susta;n such interest and motiva—- -

.-

tion. Of coursé, the extentto which the teachers' perception of low-SES -

black children as less task oriented created an’expectancy cycle of effeéects -

is unknawn. ¢ _ N o

Other,ﬁesults o,

.

/A number of salient results also were noted in-the analyseé reported

N

‘in Aﬁbendi; B: - (L) Correlétidns-between the measures'of>se1f-esteem and

* .

‘aphievemént motivation indicated that these two constructs are related,

-
) ot

but also assess somewhat different aspecté of'affectiﬁe and soctal func-
ticning.- Ear1y>measures.of self-esteem and achievement motivation showed
i o : : L | o : ;
low positive correlations, but there was little consistent patterning of the
. , . Al bl . A .

v
- ~

results over yeafs;‘in Year 6 self-report measures of self-esteem and

- a&hievement'motivétion did show a moderate degree of relationship, with

-

o
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|
|
1
i
\
_ l
teacher ratings of task orientation'also;relﬁ to self-reports of self-

. esteem. (2) While there was sufficient overle among multiple measures of

|

- ' the +ame construct to imply some convergent vrlidity, each instrument also
was measuring something Jnique.‘ (3) Predictﬁve validities for the cognitive-

perceptual measures differed significantly agross the various subgroups.
|

Y
Correlations with third-grade performance were consistently higher in the

» r%ra& white/middle-SES samples. Predictionsffor boys in the urban Head
//étart sample indicated that preschool achieVement test scores for these |
/ children were essentially worthless in predicting third-grade achievement.~’
./ ~ Similarly, firstngrade achievement scores ip this sample were not significant

predictors of later achievement. 0f all of the achievement tests for the

o

urban boys considered during the age period three-and-a-half to seven, the

i
. . ! . . ¢

only one to account for more than 9% of the variance in the third-grade
J achievement scores was the kindergarten year Metropolitan Readiness ‘Test.

[ In contrast, ' predictibns to thirdhgrade achievement for girls in the urban
=13
Head Start sample across this same time period were equally high across the

a

- various achievement measures. Clearly, it is important to’'de"ermine pre—

dictive validities separately for various sex and race/SES clzssifications

a N

' and not to assume that valid%ry in one sample implies validity in another.
'(A)The race/5ES differences in stability coefficients obtained for the

Task 0rienrationvscores may reflect less change in child behaviors in school

¥

for the 1lcw~SES group, or less sensitivity in teachers in perceiving differ-
! ences in children of a different status level Lhan themselves, accompanied
by greater consensus in the variables- teachers use to make taieir judgments

Vo

§ of low~-income black children. (5) Scores on the Coopersmith Self-Esteem
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oo Invéntory (CSEI) were generally more highly related to concurrent achieve- )
. | | . ) “ .
ment scores than were-scores on the Self-Concept Referents Test. “This may

v

reflect the larger number of school-related items in the CSEI, and is con-

' ?sistenﬁ with previous findings’(Calsyn, 1973) of higher'correlations.to

©

academic achievement from measures more specifically related to academic

<

self-esteem. than from measures of general self-esteem.

[ . ’
Implications of Results for Evaluation of Preschool and Elementary Programs

L . » K
In addition to the program implications alieady discussed, the present

findings have several implications for the design of studies attempting to

.

evaluaté preschool and primary grade programs. First, the general low

@

stability found for measures of self-esteem and achievement motivation

"

investigated in ﬁhis study and their di%%erent patterns of correlations

" across years suggest that these behaviors are undergoing considerable

developmental change -during thig'period. %hus, these meésurés do not lend
‘theméel&es.to a pre;pSSt design which assumes cohstancy.of meaning in»th
’ assessed at poth points in' time. Also, deéigns which‘assume
- ., %inear growth ;;e likely to be inappropfiate for assessing sociél and ‘

| variable being
emotional.fqnctiohing. Presené‘anq earlier study.findings ‘(Emmerich, 1971)
suggest curvilinear de?elbpmental growth pafterns for some affective énd
social beﬁaviors. Thus the same behavior may have a different evaluative
meaning, and conSeﬁuently different'dorre;ations, at different points in
time. Since feelinés'of self—ésteég are very high duriné tﬁe preschool
P period,'onelwéuid ndt.expect incréaséd séores with proéra@ participation.
Inéteaa, witﬂ increased.maturity and coghitive growtﬁ;:plusvequsute to

1

more situations and "significant others," one would expect a more diffef-_

O ‘ ) u ) . . E);:\
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N :
~entiated self perception. This -developmental gequence would result in

»
.

' slightly‘lower scores. <

)

In‘addition, inappropriatw, misleading, or at the least, less infgrma-
) tive data are likely to-bé obtained when one assumes a'uﬁitary frait is
. being assessed. ,The differential predictive validity obtained for a measure
of academic sel%fconcept‘vs. a more general measure of self-esteem 5§d,the
‘_loﬁ internal cénsisténcies obpaiﬁed in the presént stuay for measures of .
self-esteem suggest the need fof more fiﬁe-grained assessment ih'thése

areas. The présent analyses suggested Ehat the Brown IDS Sélf-Concept

Referents Test might be more useful if items were added enabling several E

homogeneous item clusters to be formed which would permit one to:assess

a

status and change in one's attitudes about particular prqogram goal-relevant
aspects of one's self. While the Brown in its present form may be of some

use in identifying those exceptional preschool children for whom self-

[

v

esteem is low, it is not recommended as a measure. of reliable individual

. differences on a stable trait knoWn as ""self-esteem."

o

The findings also indicate the need for analyses t6 be:performed ~

Lo

SeparatelyAby sex within subgroups since’different patterns of relation-

ship for these groups wereeobtaihed. {E/pddiqion,the number of significant

: : _ , ‘ .
differences ‘found between the urban and ruyral samples in the current analyses

L

suggests the importance of considering environmental -charidcteristics that ~
] . . v . &

-

may uniquely influence results in a particular sample. Also implied:..by

s

the present findings is the necessity for obtaining fb&ldw;up information

.

13

at various points in time. Short-term impacts or preschool programs may ,

o

bé observed in different levels of achievement motivatioﬁ;and taskopri.enta—-'n .

“tion upon entering grade school§ however;“academic skills mediated.by these
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" behaviors may not be evident until later grades. This seems particularly

true for low-income children and especially so for boys.

v

i o I

Achievement motivation, persistence, and concentration are strong

(‘4

candidates for criterion measures in evaluations of prescheol. programs ”
: attempting to facilitate the child's school adaptation, given their sub~-
. stantial contribution to predicting third-grade success in reading and math.

The finding that predictiors to a less school-oriented measure of problem-

<
v

solving ability were not as high suggests that programs designed to improve

achiev;§%nt motivation‘not be evaluated with such measures. » e

e* The differential predictive validity of preschOol achievement measures
obtained for esfi}ating=low;SES and middie-SES children's ability tc acquire
basic academic skills and - the questionable validity of group-administered

e

" first- grade reading achievement tests (specifically, the Cooperative Primary

K]
v

" Reading Test) found for low-SES children, particularly urban black boys,
strongly suggest considerable ‘caution in attempts at early identification

and classification for children similar to those in this sample.

-
"

plications of Results for FutUre Research

As’iddica&ed above, the presenébfindings should contribute to‘%ur

4
. .c- Co » “ © ’ o ' ',
o : knowledge of assessment in early childhood by providing informati#nnon

&

1) the de¥§ pment of affective, social, cognitive,-and perceptual,processes;

2) the pattern of their interrelationships; and 3) characteristi~k

o .-

of partic-

-

ular measurement techniques for children of similar background characteristics. #

- The present study highlights, however, the need- for more intensi e study of

-thesehinterrelationships in children ofavarying characﬁ;ristics. Since many

of the results id this report were not predicted and apjarent trgnds were/

. o . T
v . . . . . . ‘@ \
. s . N
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noted even though they were not statistically significant, further studies
are needed to-identify which results are replicable and which represent

” / . .
chafce findings or findirgs which are not generalizable to other populatioms.

Further analyses also are needed to explore a number of specific issues.

7%

For e#ampie, the apparently stronger association of achievement motivation
to math performance. than to reading berfq;mance needs to be explored. it
e

may be that this relatioﬁgHI;_Ig-found because math is less intrinsically

_ motivating, instructfon in ﬁath is less individu;iized,qéﬁd/or a greater
complexity of skills or necessar& ﬁrior’learning is involved in reading,
thus leading to more reliance on.COgnitiQe-perceptual abilities and pre-
Viously acquired skills. -0r, it may be something~unique3to the part}cular
achievement measures used in this study. Since it is known that Head Start
is not é homogeneou; treatment, furgher analyses of the.qata on the‘Head -

: . . : .
Start samples should be particularly valuable in identifying components of

specific programs that contribute to the maintenance of salf-esteem and

&g
.
[

developmeyf of achievement mo;ivatiop.'

Further szudy is neéded to understand the dévelopmgnt‘o§ those sex
‘differenées fqpnd so as to plan more efféctivély how tb,énhance positiﬁe
effects and ;essen the interférence of negat}ve ones. JIn particular, furthe;w
analysis is‘needed to explain the generalvfiﬁding that the difference in task-
orientation'ratings for boyé and éirls increases with time in school, with
girls adapting'more readily‘to the sdhool’setping. Moreo&er,,f§r~girls,

'

their early interest is sustained in the primary grades and is reflected in

9

thgif acquisition of basic school skillsa Bdys may Le more susceptible to

environmental influences and/or ‘may bqrexposed to greater variation in their,

- - A

v . @
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school experience. The dat; supported the generélﬂﬁihdings that affective
and social variables have é someghat greate} independent influence on
school performgnce for boys. Consistent with previous findings, urbén
- black boys in this sample appeared te experience the mbst diSruption on
entry‘into grade school. Papticular.attention needs to Be given to delin-
eating the critical variables involved. .
h Further exploration (e.g., the reiationship tg.Head Start enrollment,
age éf entry intg‘schodi, and early gfhde school experiences) is needed also
of the findiﬁg that?urban—rural differences in both.self—eSteem and cognitive
skills of black cﬁild;eﬁ in the present samplé Qere;diminished in ;?eiyear
fbllowing Head Start atéendance in Lee Coungy:.although such différences

reappeared with longer attendance in grade school. A related finding needing

further study 1is the general drop-off in prediction‘pbgained when cﬁildren )

G

were in first grade. \

PR
2

. We are éurfently in QKe midst of annintensive cése history study of
those Blagk‘Hegd Startﬁeligiblé Longitudiﬁal~8tudy childfen‘who 1 bbﬁained
particularly,high or low third-grade Math or Réading testdsgores'or 2) de-o‘
viated most from estimates of third-grade academiC'abhievément as pxedicted"
by!berformanée on the Preschool Iﬁventory at age four; These data éhéﬁld
provi&e ;mééftaﬁt clues to'unde;standing the présent findings by“deliheqting

relevant variables so as’to understand individual'differences,Lpsycﬁb—

logically defined, rather than static group differences. Thus age or sex

——
1

becomes significant only insofar as we understand the associated variables
thét help explain partiéular interactions such as those embodied in the

- classroom teacher's differential use of praise and blame. Similarl&, '/

socioeconomic status is important to the extent that we delineate the

< .

Loiem
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component ‘variables associated with the term and use them as individual
predictors.within socioeconomic’ levels. Moreover, further insight should
be provided on the nature of the child's home and school environment and

». their interactive effects upon the child's self-esteem, achievement mofi-

vation and academic success.

& «

Conclusions

- t

As the present findings indicate, affective and social behaviors interact
in the acquisition and performance'of_cognitive skills. Agsignment,of tasks

to the "cognitive" domain, however, does notvimply they areuindependent,of

motivation. For the young child especially, one cannot completely separate

intellective and non-intellective factors. Specifically, motivational: factors "

]
cannot be separated from the learning process. In previous analyses of the

4

2

test data gathered when study’children were four years old, measures of per-
. N .“
sistence and cooperation loaded on the general abilfty dimension. : Although "~

- . z.

there was pr%bably insufficient samplinglgf such behaviors in the test battery
to produce factors in the affective domain, the affective domain may not be
highly differentiated at this age, particularly to, the extent that such

behaviors are mediated by cognitive growth. In the pre#ent analyses those B r
v 3 & o
preschool-age children who had higher PSI.scores also reported greater self- ' .
P

< esteem and achievement motivation and were rated as more attentive and * .,
. \

~

-

cooperative in the mother-child interaction session observed eariier.

¢

Similarly, data obtained in Year 6 from the Coopersmith Self- Esteem

Inventory also suggested interaction among positive attitudes in the school

. - -~ * ]

setting, task orientation and academic achievement. -

o

The present findings suggest moreover, that the encouragement of

certain affective and social;behaviors, that is, achievement motivation,

i ¢
\ . * . >

1 : . : T
- . & 0o . .
. X . 99
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. identify differentially effective preschool programs.

N -86-.

o

persistence, and concentration during the preschool years, may act to facil-
itate the child's acquisition of the basic academic skills of reading and
mathematics. It is particularly noteworthy that regardless of whether the

child's general problem-solving ability is increased, he can succeed in ~
. » ( . . N
acquiring these skills. Also, within a broad ﬁanée of entering cognitive

skills,‘these social and emotional skills can contribute substantially to
cognitive and perceptual growth in school. . However, the generally positive

achievement attitudes of children in® these black/low gES populations were

/3

often not evidenced in observable task~oriented behaviors or ina actual
achievement scores, suggestihg‘the néed for additional efforts in the

. ' N .
primary grades to ensure that positive attitudes are reinforced, sustained;

-
¢

and translated into facilitating'behaviors;’ Ind%edl despite the positive t

-

. ‘ : . *

"attitudes noted in thé current samples, the familiar "fan spread' phenomenon

. was evident, with black/low—ﬁPS children falling prbgressively further

behind white/middle~SES children. .

- Although 'a few:possibleddifferential trends were noted, in general the

L3

A “

predictions were fairly consistent across,different levels of the children's

4
"

cognitive ability,nresponse tempo, and cooperation assessed prior to entry

. into Head Start. The’potentially moderating influence of specific préschool .

5 ’ a
. f

programs, however, should be explored‘in future analyses. Thus; comparisons

~

. of the urban Head Start and "No Preschool" samplel in the~current report

. .
should be made particularly cautiously, not only-because of the small size

of the "No. Preschool" sample, but also because the current, analyses could not

- N P

v

Replication of the major~correlational findingsvacross'site, race, SES,

AN

and pre eschool attendance catEgories provided evidence for the stability of
T e

. ) {) . ~ . - N X . c .,

. .
Tx ’ r"‘ i . i " “
: K3 ) . . ° .
’ ’ B . EN ° . (N ‘- .
‘,. . . A : -
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.
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relationships across children with very‘difgerent>background éﬁ:;acééristics.

A number of race/SES differences in both"mean levels and correlational .patterns
were observed, however, parficularly the .difficulty in making prédictions‘
from cognigiQe'meASureg inwthe sample of urban boys. However, it is perhaps
,mofé importanﬁ to note the range of responseveviaénced.within the black/ -
low-SES sampl%s. The substantial variationlﬁitﬁin this population on measures

- ‘ . . . . N
of achievement motivation and cognitive-perceptual performance, even within . .

K - sex and geographic categories, demonstrates the folly of considering low-

income black children as a homoggneoug'group. ’ S

LN
.

7 . ‘ = R .
The current analyses provided “some hint as to the vast complexity in

the relationstrip among affective, social and cognigive processes. ' Thefe
is a strong need for further analyses of»tbese data as well as future
replication efforts in order to more clearly égfine those Complex‘processes

« @

affecting the present findings.

V'i

Ru

7




s .

1 Educational resting Service. Cooperative Primary Tests. Princeton, N. J.:

References

~

- n

Adkins; DT C. Personal Communication, 1971. » ¢
Adkins; D “C.; and Ballif, B. L. Final Report: Motivation to Achieve in :
School Report to the Office of Economic Opportunity. Honolulu:
Heéad Start Research Center, University of Hawaii, 1970. o -

¢ -

Adkins, D. C., Payne, E. D., and ‘Ballif’, B. L. . ¢Motivation factor scores and
_ response -set scores for ten ethnic-cultural groups of .preschool children.
. American Educational Research Journal 1972 9, 557-572. :

Baldwin, A. L., Kalhorn J., and Breese, F. H. The appraisal of parent
behavior. Psychological Monographs, 1949, gg,(a Whole' No. 299)

~

Brown, B. The assessment of self-concept among four-year-old ‘Negro and white
‘children: A comparative study using the Brown IDS Self-Concept Referents
Test. Paper presented at the Eastern Psychological Association Meeting’
New York City, April 1966 , .

N -

Calsyn, R. The causal relation between self—esteem, locus of control, and
. achievement: Cross-lagged panel analysis. A gummary of a dissertation
submitted to Northwestern University, 1973. ' L, :

‘ Cattell R. B., Barton, K., and Dielman, T. E Prediction of school achieve-

ment from motivation, personality, and ability measures. Psychological
.Reports, 1972, 30, 35~ 43 .

¢

GCoopersmith, S. The Antecedents of Self-ESteem. San Francisco, CA:
W. H. Freeman and Company, 1967. :

. . & . : ’ . ’ L oa
Crandall, V. J., Katkovsky, W., and Preston, A.  Motivational and ability
determinants in young children's intellectual achievement ‘behaviors. e
Child Development, 1962, 33, 643-661.

Educationil Testing Service, 1967. : C o

»Educational Testing Service. Disadvantaged * children and their first school

experiences: Fron~theory to operations. . Princeton, N. J. Educational
Testing Service, 1969, PR 69-12, Prepared under Grant H- 8256 Department ° -
ﬁfﬂea%th Education, and Welfare. - ¢ ‘ o , :

Educational Testing Service. The Preschool Inventory. Revised'edition
(Handbook). Princeton, N. J.: Educational Testing Service, 1970.°

Emmerich, W. Disadvantaged children and their figst school ‘experiences: . v
- Structure and development, of personal<social behaviors in preschool
settings. Princeton, N. J.: Educational Testing Service, 1971, PR 71-20.°
Prepared under Grant H—8256 Department of Health, Education, and Welfare.

o




%

PR ’ _ ) _89_

& B -

 Emmerich, W. Disadvantaged_children.and their first school experiencés:

* Preschool teachers* beliefs on effective teaching techniques and their
relationships to pupil characteristié¢s. Princeton, N. J.: Educational
Testing Service, 1973a, PR 73-12. Prepared under Grant H-8256 Depart-

ment of Health, Education, and Welfare.
-k

LY - -

'<Emmerich, W. Disadvantaged children and their first school experiences:

Preschool personal-social behaviors: Relationships with socioeconomic
status, cognitive skills, and tempo. Princeton, N. J.: Educational

Testing Service, 1973b, PR 73-33. Prepared under Grant H—8256 Depart?

. ment of Healﬁh Education, and Welfare.

‘Emrick J. A. Results of fall 1971 Follow Through supplemental testing.

Report to Office of Education under contract #OEC-0-8- 522480-4633.
Menlo Park, CA " Stanford Research Institute, l972 _ \

| Kerlinger, R N.,.and Pedhazur, E. J.< Multiple Regression in Behavioral

Research, New York, N. Y.: Holt, Rhinehart and Winston, .Inc., 1973.

Khan, S. B. Affective correlates of academic achievement, Journal of
Educational Psychology, 1969, 60, 216-221.

Kifer, E. Relationships. between academic achievement and personality
characteristics.~ A quasi-longitudinal study. American Bducational
Research Journal, l975 12, 191-210. -

-

Kohn, M., and Rosman, B. L. Social—emotional, cognitive, and demographic
determinants of poor school achievement: Implications for a strategy
of.intervention. Journal of Educational Psychology, 1974, 66 267 276,

@

. Lewis, M., Rausch M., Goldberg, S., and Dodd, C. Error, response_ time

and IQ: Sex differences in the'cognitive style of preschool children.
Perceptual and Motor Skills, 1968, 26, 563~ 568 . T
¢

'
’.’

Long, B. H. Gritique of Soares ‘and Soares' Self-perceptions of cukturally
“‘disadvantaged'children. American Educational Research Journal, 1969,
6, 710-711. L . .
s - - \ ‘ .a‘ ’ . L
Long, B. H., and Henderson, E.'H. ,Self-social concepts of disadvantaged
school beginners. Journal of Genetic Psychology, 1968, 113 -41-51.

.

Ovehosky, R. J., and Clark, E. T. Children s self-concept ahd kindergarten
achievemen§~ The Jou?nal of Psychol;gy 1970, 75 185 192,

.

kPusser, H. E., and McCandless, B. R. Socializatidn dimen ions among dnner-—

city five—year-olds and later school succegs: A‘fol' w~up. Journal .
of EdMCational Psychologz, l974 66, 285- 2901 S 3

. Lo

- sy 8

Research Triangle Institute. A report on two national samples, bf Head
Start classes:. "Some aspects "of child development of partigipants in
R full year 1967-1968 and® 1968-1969 programss Research Trianglq Park,
" N. Cr: Research Triangle lnstitute, 1972. Final report to Office. of
Child Development Departmedt of Health Education, and Welfare.

L

¢

&




~90-

. . . . . . [

Schaefer, E. S. onvergingiconceptual models for maternal behavior;and‘for

child behavior. In J. C. Glidewell (Ed.), Parental attitudes and child
behavior Springfield IL: Chanleﬂ/e Thomas, 1961, 124jﬂ46

Schaefer, E.'S, « Major replicated dimensions of adjustment and achievement:

~Cross-cultural, cross-sectional and longitudinal research. 'Symposium
. on Dimensions of Competence in Classrooms, ‘American Educational Research
Associati on Annqal Meeting, Washington, D. C 1975. :
v - -

-3

'Schaefer, E..S., Droppleman;,L F , and Kalverboer, A. F. Development of a

classroom behavior checklist and factor analysis of children's school

_behavior in the United States and Netherlands - Paper presented at the
meeting of the Society for Research in Child DevelOpment ‘Minneapolis,
1965.

Schaefer, E.’S., Aaronson, M. R., and Small V. ’Classroom Behavior Inventory,

Short form, unpublished 1970.

’
L a

v

Shipman, V.}/C. Disadvantaged children and their first school experienceS'

Strucnune and | develop ent of cognitive competencies and styles prior
to. schpol entry. Prfmceton, N. o Jea Educational Testing Service, 1971,
., PR 71-19,  Prepared under Grant H—8256 Department of Health Education,
. and Welfare L o , - . .
' )

Shipman V C. Disadvantdged children and their first school experiences'

P

' Walker, D., Bane, M J.y and Bryk T. The quality of the Head Start planned

Structural stability and- change in the test performance of urban preschool
children Princeton, N. J.: Educational Testing Service, 1972, PR 72-18.

Prepared under Grant H-8256 Department of Health, Education, and Welfare.

¢

"variation data. Caeridge, MA: Huron Institute, l973 Prepared under
Grant H-1926 Office -of Child Development o

-t N N

Ward W. Cg (Disadvantaged children and their first school experiences
P

Develgpment of self-regulatory behaviors. Princeton, N. J. Educational

. Testing Service, 1973, PR 73-18, . Prepared under Grant H-8256 Department h
ﬁ, of Health, Education, and Welfare. . :

jWaftenbergj W. W., and Clifford €. Relation bf self-concepts to beginning

*q achievement in readipg. Child Developmént, 1964, 35, 461-467/

Zigler, E.; and' Butterfield, E C. Motivational aspects of changes in IQ .

Zirkel, P. |A., and Moses, E. G. Sﬁlf concept and ethnic group membership
among 'public school students. > American Educational Research Journal
1971, 8, 253—2@5v ) .

test peérformance of culturally,deprivedgnursery school children.
Child Development, l968 39, 1 14.




'
‘e
B
p
»
1
L'}
.
.-
'
° LY

A

O

-

ar

&Y
)
.
T :
B
. |
\
,
o
. «
.
.
™~
“
.
"
. L
A ° R
o~ vy.
- v
o
o
\
X .
] " . -
APPENDIX A:
w - : ’

Child Test Batteries .

. -
=]
’
.
w ! A
.
.
.
.
3
N
: 9’
RS
- s
{
. fn
)
LY

©

.
O
e '
.
°
1
3
&
X
®
.
<
I
.
o
..
v..
’
'\i\ v
.
(%‘
.
]

.+ Years 1, 2, 3, 4 and 6

€
'
}
s .
v
)

ey




" '
' ° & ) . t ’
. f somAl- 2, - . s
\ . © N 4 o
c Year 1 - Tegting Sequence
. " Lee County, Portland and Trenton
Day 1. - = ) . ) .Q : | ‘ ) v '
co . . 3 . _ :
Mother-Child Interaction tasks: . 4.
- ’ Toy Sorting ' ¢ .
T *Eight -Block Sorting : v
DLLH"‘H.-DKEEC[I ] - -
: ‘Motor Inhibition Test - Y ¢ .
ETS Matched Pictures I . + v
Batterz A - : - Estimated Time (in minutes) T
*Preschool Inventory (Caldwell) 20
Vigor I (Running) ‘ : - 5
o " Spontaneous Numerical- CorrespOndence - 5
' Masgsad Mimicry. Test . 4 . 10 .
< Rest-Play s ' e .. 10 .
.-TAMA General Knowledge: Test I - 10
¢ Riek-Taking o ' 20
' _ Picture Completion’ (WPPSI) ' o 5 ,
’ | , . . .
' Battery B : .
° Sigel Object Categorizing Test S 25 .
Mischel Technique . , . 5
John Hopkins Perceptual Test - 15
Open Field Test -~ : 10
‘ ETS Story Sequence Test I s : - 20
¥ Seguin ‘Form Board . - . 5
,*Matcning Familiar Figures Test - - : 15
Battery C . ’ o : B
: c _ . . ~ . Y
' Fixation ' N o . 20
Vigor 2 (Crank—turning) . o » 5 &
"Brown IDS Self-Concept Referents, Test : 10 .
. Preschool Embedded Figures Tegt h ' 15 .
o : o Rest—Play 10
SO Childfen's Auditory Discrimination Inventory - 15
. Peabody Picture Vocabulary Test S 15
. Boy-Girl Identity Task - ' 5
Enumeration I o N . o -5

@




»n

: - -A2- ° a

- . - .~
g . Year 2, -~ Testing Sequence
’ Portland and' Trenton o
Battery A . . ‘ N ' Est. Time (In #inutes)

- No measures includednin present report.

.
Te

Battery B R S . -

LN

* Measure included in present report. S,

e
0 . L

’ Sigel -Object Categorizing Test . . .20 e
Vigor 2 (Crank-turning) ¢ -5
Fixation Time Y 20
— ) Naming Category Instances - 15
" . Rest-play " ™ (5)
Peabody Picture Voc. Test, ETS Adaptation, Forms A & B, 20
‘Spontaneous Numerical Correspondence' 5
~ *Gumpgookies 25 .
. Seguin Form Board ) 57
'~ *Brown IDS Self-Concept Referents Test.(Selﬁ;and Teacher) 15
Battery C ‘ ' ;
TAMA General Knowledge Test II .10
. . ' #Preschool Inventgry (Caldwell) : .20
. Form Reproduction . ' "5
* ' Mischel Technique K 2
_ Johns Hopkins Perceptual Test 15
' ETS Matched Pictures II - 10
Open- Field Test o (10)
. Relevant Redundant Cue Concept Acquisition Task 15 e
Social Schemata _ 15 :
. Matching Familiar Figures Test . - B 15
Enumeration II i . ' 5 °
Spatial- Egocentrism Task 15
s P t
, T L Lee County o ,
Battery A . T ‘ . Est. Time(In minutes)
, o R . ” . _
' ‘No measures incluced in present report. s
Battery B N ° N
Peabody Picture Vocabulary Test, ‘ETS
-Adaptation Forms A and B - 20 ’,
© *Brown IDS Self-Concept Referent Test (Self only) 10 K
Battery C o < g .
*Preschool Inventory (Caldwell) 20 ’
Johns Hopkins Perceptual Test : ' 15
. .ETS Matéhed Pictures Language Comprehension Test 11 10 ¢
o *Matching Familiar Figures Test . 15
' Enumeration Task I - A R 5 ’

¥
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Year 3 - Testing Sequence .
s .' ) . Lee County <
Battery A | : Est. Time (In minutes)
No measures included in present.;eport. ) i
Battery B . ' o
) ETS Matched Pictures II . - 5
Block Design (WPPSI) - ‘ 10
Sigel Categorizing Test ) 17
Boy=Girl Identity Task ’ ' : 5"
(Rest) t , . (5)
Massad Mimicry Test II (Reviged) v , v 15
“Vigor 2 (Revised) : ' . 5
. ETS Story Sequence Test III ‘ - 12
*Brown . IDS Self-Concept Referents Test (Self and Teacher) 15
Test Situation Ratings .
T : ' . . ’ . ’
‘Battery-C - . v L, ' o .
Spontaneous Numerical Correspondence ..
_ and Conservation ' , 10
*Preschool Inventory (Caldwell) : 20
Form Reproduction Task . ' ~ 5
Locus of Control Picture Story Test _ : ‘ 10
(Rest) : ‘1 - . (5)
’ Matching Familiar Figures Test II , 10
: ' Social Schemata ! 5
> ‘Picture Completion Test (WPPSI) ) 5
' _Auditory Discrimination Test (Wepman) ’ 8
.ETS Enumeration Task III ' 10
Risk-taking 2 ' o 3
. . Test Situation Ratings _ —
'..ﬁ. - : . Portland and Trenton < )
Test BetteEX ‘ N ~ o ' » Est. Time (In minutes)
ETS Mateﬁed Pictures Language‘Comprehension _ _
Task II - e ’ , - -
Preschool Embedded Figures Test ) ; ) 17
Boy-Girl Identity Task . : . . 4
Mdatching Famillar “Figures Test II - . .10
Sigel Categorizing Test s 015‘
"Motor Inhibition Test {Revised) : : 5v
ETS Story Sequerice Test III ' 12
ETS Enumeration Task III ' _ 10
*Brown IDS ‘Self-Concept Reterents Test (Self and Teacher) . 12

Test Situation Ratings ‘ ‘ ) C -

X

< \

* Measure included in present report.
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Year 4 - Testing Sequence , ; _
Q"‘a * ' ' " n . ’ v

is, : ' Lee County and Portland y, -
"t & Battery A - .t "« Est. Time (In minutes)
*Raven Colored Progressive Matrices . 413
Naming Category Instances ; 15
_ *Gumpgookies - 14
Sticker Task (House) . 8
(Rest) i o _ ‘ - (5)
. ETS Spatial Egocentrism. Task III ‘ 12
w Children's Embedded Figures ‘Test ' T - 15
- - Motor Inhibition Test (Revised) - _ 5.
Battery B s PR
ETS Test of Linguistic Structures ) - 12
Block Design (WISC) "~ _ ¢ 9 *
Sticker Task (Tree 1) o v - 8 ~ "
Sigel Categorizing Test ° ) : 15
. Boy-Girl Identity Task: o . o : 4
(Rest) i ' - (5)
. Massad Mimicry Test II (Reviued) . T ¢ .12
R ' Auditory-Visual Integration ' 8
' *School Perception Interview : 12 Y
. Stickéf Task (Tree 2) ’ : 8
. . ] . , '\‘ o
. Battery C . _ : . _ ! '
c?gbontaneous Numerical Correspondencé , )
\ - and Conservation : L . - 10
' .~ Stanford Memory Test.. B : . : ° /8 i
.~ Bender-Gestalt Test - ' . . - 10
- Locus of Control Picture Story Test - _ 10
(Rest) : ’ -(5) .
Matching Familiar Figures Test III ~ . - 9 '
Social Schemata ’ S -5
i Picture Completion Test (WISC) ' I 7
Auditory Discrimination (Wepman) - o o - 8
*Browh ID3 Self-Concept Referents Test (Self and Teacher)t .15
b1 v . £
Note. Test Situation Ratings .also were obtained for each battery. - ‘ o o o,

L

- " % Measure. included in present %eport.

NI
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Al B ®
: . ~A5- o - ' ¥
. * ‘ . . - i
‘ ) Year 4 - Testing Sequence .0h
: ) - , i
Trenton , R o _ .
B | | | L
-Test Battery o : ) N - * Est. Time (Im minutes)
v - Children's Embedded Figures Test . 15,
g Boy-Girl Identity Task o . 4
‘ Mateching Familiar Figures Test ' o 9°
Sigel Categorizing Test ) .12
Motor Inhibition Test (Revised) o - Lh
s ’ *Raven Colored Progressive Matrices _ , 13
*School Perception Interview ‘ 12
Naming Category Instances 12
‘“*Brown IDS Self—Concept Ref'erents Testw(Self "and Teacher) : 15
¢ : - Test Situation Ratings e . Lo
14 - '0 !
o ¢ ) . . . vq "
e | )
qn 2 .
¢ j, ° ) 5
* Measure included in.preasntvrepofﬁ.
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) 7/
- - - b~ N ’l
" . 4
, ¥ear 6 - Testing Sequence —
~* Lee County, Portland, and Trenton
Battery A . _ Est. Time (In minutes)
: ‘ . - .
. EIS Spatial Egocentrisin Task ? - 10
. Block Design (WISC) - . S 9 .
Digit Spanp (WISC) - o ' . . 5
Sticker Task I (Revised) I ‘ 5
Sigel. Categorizing Test oo ' 12 - !
Motor Inhibition Test =~ » _ : -4
What Can You Use It For? a " - ' - 10
Picture Completion Test (WISC) ' T . 7
*School Perception Interview ‘ 12
Children's Embedded Figures Test ‘ o 15
Story Sequance Test IV - ' ‘ 10 ?
. Sticker Task II (Revised) e . 5
" ' Y ' | <
T Battery B )
) “*Raven Colored-PfogressiGe Matrices o o 13 r
- : Naming Category Instances II o 12 ' .
' o Bender-Gestalt Test e ' “ ‘ 10
Stanford Memory Test - Short Term Series ' ' _ 8
Locus of Control Picture Story Test N . 10
:Stanford Memory Test - Delay Series-. ’ ) L 4
- Matching Familiar Figures Test IV S SRR &
N " What- Could It Be? o, 10
Auditory-Visual Integration Test ~ : 8 . e
*Self-Concept Referents Test" (Self and'Mother) 13 ’
' o™
‘ ' ‘
L} <
° ' Q
Note. Test Situation Ratings also were obtaineh*by task and battery.

o -

*Measure included in present report, ’ ,k/ﬁ
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Results of Internal and Within-Domain Analyses'

s ‘ 9 , . b .‘E" . - v . . :‘ . “
In this chapter the findings within thetaffective, social, and cognitive-

‘e .
~ . . 4 ¢ -~

perceptual domains afe présented First, the characteristics“of the various

measures of. each, construct in the affective and social domains are described

» ~

- including information on their internal consistency, stability over time, and

o

B distributional properties.' Where appropriati: u brief nontechnical summary

o . vn.

‘ of key findings- precedes thie, more detailed aqalyses of the measures for each,
) . construct. Following the analysis of the individual instnuments, the rela-
‘: - .‘ tionships among the varfbus measures of e:ch constrﬂct‘is(pnesented Then,h

- the relationship among the nea;hres frbm th:'various areas of the affective—

V- - »

. social domain is described Findings for the cbgnitiverperceptual domain
S ' ¢ _ . e

-,

9 .’ are then presented in a simidar fashion. ' .o

-

. Characteristics of the Measures of Self-Esteém ‘ -

’ T
. . . . A a P
1

Self-esteem scorés during the - age period'four'to seven were uniformly

* ‘

of the scores from year to year was genérally very loW' this ‘was u?doubtedly
partly due to the restricted range of the early scores, but aLeo mgy\indicate

) that.early self-esteem is very susceptible to subsequent environmentala_
) _ ; ] _
.

)% influences." : -
. o :

Brown IDS Self- Concept Referents Test (and ETS Revision) Consistent

»

' with previous findings (Browm, 1966 Walker, et al., l973), chiidren in- both

s, the larger Longitudinal Study sample and the current sample had a strong

e ®

T ' tendency to select the socially desirable attribute so that the scores -had .

.‘
'l-

a strongly negative skew with mean adjusted scores of over 79% for all sub—

B " groups in Years i, qf/;:: 3, and méan total scores greater thanalZ (out of

| 14) in Year 4. - For additional evidence of this tendency to pick the socially

v

-
»

high, although by age 8§ 1/2 to 9 substantial variation wag evident. Stability

[}

_—




[

=

" the mean falling between ‘pretty much" and "a little bit."

oo Co v -B2- | . SRS
.o o 5o o . : I R |
desirable~alternative,.the proportion of children 'in each‘subgtoup'selecting -

+

- S - . . o
, the keyed altergative for each iﬁem*was inspected. -In Year 2 most of these PR

proportions were in the .80’s and 90's, with a low of .58 over all items S

r
\ ® :

'hounced with nearly all proportions in the .90's, except for Item 5 on
\

|
|
in all subgroapp In Years 3 and 4 this tendency begcame even mo%e pro- o l

°which1juakeyed alternative was selected by a little more than half the - .
)\ -.
, children in Year 3 and by Less than.halﬁ of the children-in,Year 4. Item 5

L

'asks; "Does (child's name) Tike to talk”§ lqt or doesn't. he (Zpe) like to”

talk'a lot’" Liking to talk isxscored al the choice represen ing positive'.

self-esteem. But while talking may 'be ¢ encéhraged in preschool the child -

l
probably perceives that it is not considered socially desirable in the
- grade school setting where the testing took place. .By Year 6, most children

a

wére choosing an intermediate alternative for the "like to talk" item .with

3 v -

ve

- ‘- . H

Table Bl presents correlations among the "self" and "other' referent
~n .

scores'alonglwith means and standard deviations for each score-and across-
year étability coefficients.' Sinte’ﬁeaa Statt was a kindergarten-level »

: &
prognam in the rural site, most children in that site were . not enrolled in

e s

preschool programs in, Year 2, and hence wefe not asked the teaoher-referent

items, in the urbé&n sites n is reduced because only children actually in

- - <
10

preschool classes were asked the teacﬁ”r—referent items. o '~~? " .
&

As is suggested by the means preseﬂted in Table Bl .the Year 6 scores

did not have~the ceiling problems of the eariier. bipolar Brown’scale.

s

I'd

Indeed the means were. closer to the midpoint'of ‘the scale (35) than to, its LY

maximum value of 56. It is unclear whether this less skewed distribution

-

. N Lo v e .
(2R pas

reflects a more differentiated, critical view of self with increased maturity
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\ . LI R . .
| . R o S . RN \ '
. . ‘ L)
4 : : L A Table B
oo - . .
' Moann, Standard Devit fons and Stabid tty Costticteats for ' ’
- s . * B
) BelP en, g Seferents Teat * b
¢ Pl ! .
v, . 3 .
v . . * ST T S—
. , A Min, R -
. ST e ) © e n My  SD 25 ,2v 738 3t . 4S AT 65 -
. / N 1Year 1 .uHsy t60 A9 L .i4 03 10 .06 -01 07 -12 .3 W
: : : Blown vusG %0 - .82 Jd% g2 boC -0y 01 14 03 -05 .01
 Self-Referent  Kiss 63 Y R Y . .-01 24" <05 =09 21 12°
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or whether it is due solely to the change in test format. The latter S Y
- ~ -~
explanationuseems at least partially valid, for Year 4 o Year 6 aqmpar- ¢
R ‘
, A isons since, as was indicated earlier, a number of children in Year 4 ~
‘ + 8 ' s

<

T. ° indicated a desiré to qualify a re%ponse to one of the bipolar extremes. E

o
-

Coefficient alpha reliabilities within self;referent and teacher (or s

<3 - - L] N - -

; mother)-referent scales generally ranged from the mid .40's to the mid . 60" s,

with no indication of systematic changes across years. However, teacher (of L

“

mother) referent alphas consistently were slightly higher than self—referent . e
i

alphas. This may indicate th}t the children 8. self—concept ‘was more differ—"

. '

-entiated than their perception of "how others perceived them, or it may simply
indicate increasing consistency with practice since the teacher (or mothér)-

»referent items were always administered after the self—referent items. ‘ln

-

future research ‘this ordering effect could be counterbalanced, although it .

might add to the c0mplexity of the task and reduced validity of.the self~

1
- K

. reﬁerent score for the child to- respond first as he perceives someoné else

¥ <
-

.thinks; Responses to, the other referent items also may . reflect the child's’

I . -

perception of the other s,general regard for him, thus coptributing to a

-

. -
& N ) . -

‘more consistent report, - o S .

'Qonsidering.the'generally low internal consistency of the scales, the -
¥ . N ’ b. : S * . ’ o .
cor:elations within each.yEar between self-referent and.teacher (or mother)- -

I
- N
. Y

referent ‘scores were qu1te high This suggests that children either perceive-

themselves as they think their teacher (or mother) does, or that they simply
'cannot{comprehend the distinction but _answer anywa%& In Year 6. as in prior '
. i \

. '.’years, urban vs.,rural_differences on the Year 6 Self-Concept scores were

t

..
>
- ‘e . . o e

" slight, as were the race/SES differehces between bo¥& in the two rural™

0

-G " N




samples.‘ However, white/middle—SES girls in the rural site scored signif—
icantly higher than the lower-SES black girls in the Head Start sample -

E . . -

(t = 3.10, df = 105 p;( Ol) The géneral cross—year stabiiity ‘of the

‘,;u

‘-

_ self-concept.scores-must be considered'quite low, with few correlations
’ . . . . .:\‘- . . ) © . ' * o ! 1 ] ‘ a .
SO Agreater than .40, and many'even falling»short of statistical significance.‘ o

o~ f‘, L]
Note, for, example, no more than three of the eight subgroups showed signif-‘

.
. -

' icant correlat1ons across a one—year interval ‘for any of the sslf-referent . .

scores, and there was no stable pattern for any subgroup. oo .

.
A

' The instability of self-esteem scores in’ this age range cannot neces-
’ ) - ' : : |  “ . . ' . ’ P
-f; sarilyhbe taken as evidence of poor test validity since self-esteem itself

&
4

‘ may be_very unstable in the early years.' Furthermorc, with the extreme skew:

in the scores a change in response to Just few items could move a child e }?“1

from thn top of the distribution to the.bottom orcvice versa, leading to a
o low cross-ye r stability coefficient.. However, by. other criteria 'the.scores
o Y » a

could be considered quite stable (i e., scores were stable because nearly all

- .

children got very high sco.'es across Years 1 through 4) .. This siability of

group responses at a high, level may be much more importaht than the instability

L4

of gelative position among children who are essentially all high—scorers. The -

low stabiligyvcoefficient'does indicate,“however, that the Brown (and perhaps

.

other preschool measures of self—regard concerning diverse aspects of self)’

- v

2

> [

should not be used as ar measure of individual difrerencés on ‘a stable trait

» [ . A ‘'

known as self—esteem. . : . v N

« -

School Perception Interview—4§§em 21 As is eVident‘in Table B2, the

4 Y

distribution of .scores aon thio item in both Years 4 and 6 also was strongly

Y
-

- negatively skewed, wifh ‘means approaching the maximum value of 4, Scores
- e} " * Ve

were slightly <less extreme in Year 6.\ Children in_all subgroupS'indicated

N . . . - N
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that theyywere doing well in their school work. None of the cross-year

- . X 3 ' . \t . . u
stability coefficients were significant, but, as with ‘the Brown, the fact

Th v

- 3

that ‘the relative ordering of the children.varies from year to year'is

o

" probably less significant than the high overall levelbof'self-appraisal

: . . q
in both years. : k o . ot o

‘o

Qoopersmith Self-Esteem Inventory (CSEI). Means and. standard devia-
tions for the CSEI are presented-in Table BZ.*VScores for the present
sample approximated a normal distribution, indicating‘thatvscores on a
ftwo—alternative self-esteem measure need not be highly skewed. Alpha reli-
bilities in the <70's to low 80's indicated’ thatithis was ' a relatively ) *

homogeneous scale The middle-SES white children in the rural "Other

Preschool" sample tended to have higher scores%than children in the rural

Head Sgart sample“ this_was true_both for boys (t;= 2,09, gf = 93, p{.05),
and’ for' g"irls a@t 2.94, df = 87, p<.01). Thus, ;t ieast for 8 i/zé to o T
9~year-old girls, race/SES differences were found on* both the Self Concept - |

Referents Test and on the CSEI Although boys tended to have lover mean-

_scores, ‘no significant sex differcnces within samples were obtained E ‘_5 Lo

'
W o . . v"‘

Interrelationshipsfof'Measures of Self—Esteem

‘Correlations among the measures of self;esteemoare presented in

E]

Table BZ Given the uniformly hightestimates of self-esteem on most of the

measures and their low stabilities across years. it is not surprising that -.

B f\ <L u:
: their'intercorrelations were generally low. "The similar pattern of "corre-

lations for the self- and mother-referent scores provides additional evidence- '
that ‘the distinction between these two scores may not be a meaningTul one..fﬁ

-

Despite the skewed distribution, Year 6 ScQool Perception Item 21 scores

- " ~

©

110e o« S

+




"Mother-Referent and ,Year 6 CSEI, were Significantly correlated in all

~B8- ‘ ) . .

were significantly related to Year 6 Self- and/or Motherrkeferent,seoresr 7 e
o A . T s . '
for all groups except urban Head Start males. The measures for which an

approximately normal distribution of;sﬁoreswwas‘qbtained, Year 6 Self- or
) f * >

S

@

groups except girls in the rural Headetart sample. However, the moderate
size of the correlations indicates that the measures are relatedkbut are

a

not totally,rgﬂundant. ' ‘ ' : ~ «

n

Characteristics of the Measures of Achievement Motivation : ) !

@

While scores were generally fairly high there were notable'indiﬁidual,

t-‘

'differences on both self-report (Gnmpgookies§ and - teacher rating-(Schaefer’

e

high internal consistency reliability within\each'year, relative rankings

Task Orientation) measures of acadenic achievement motivation. Déspite

Tu

~of the children on Gumpgookies shifted considerably from year to year,

-2
-

eSpecially-from Year ‘3 to Year 4 in the urban sites, Teacher‘ratings of -
task orientation (perseverence andyconcentration).suggested a low to moder-

&

_ate_degree of stability‘in these behaviors from first to third grade, with

girls generally recei&iné higher scores than boys. Reported school enjoy-

.‘m81t was high in both first and third“gradesu especially ‘among children who

bhscores'did not exhibit ‘the serious.ceiling“effects of the Brown IDS.Self-

e

had attended Head Start. o ' : _ ' . . '
Gumpgookies» Consistent with previous findings (Adkins & Ballif l970),

Gumpgookies raw scores had a pegative skew, with means of 52- 57gout of 75 in

l -
- :

Years 2 and 3, and 50 54 out of 60 in Year 4. However, while skewed, the

ConceptAReferents Test. As describednin the»nain‘text, for‘Correlational
€

analyses the scores were normalized with the mean set at 50 and the standard )

[y

deviation at 10. Means, standard deviations,and stability coefficien@s for

T
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thé various subgroups are feported in Table B3. Note that Year 2 Gumpﬂ".

gookies was .not administered in Lee County, and in Lear 3 it was group . .

. »

administered only. in target classrooms ' The Year 2 to 3 stability co= - .-

o Ao

"}efficients were significant for boys only, while the Year 3 to 4 stabilityd:
ycoefficients were significant only'for rural boys; the»Year 2 to 4 coJ
- i s

efficients were not significant for boyf@or girls. The stability‘coeffic?

[

'ients were: generally low considering the high within-year internal con- *

-

sistency_of Gumpgookiesﬁ(alphas‘in the .80's to .90's).‘ Since little

»

Table B3

. Means, Standard Deviations, and’ Stabilicy Coefficients -

A

’ for Gumpgookies :

- - -~ Minimum . .-, p : - . :
_"-Measure -’ . n M - 8D Year 2-  Year 3
Year 2 'UHSB > 70 - 52,700 10.87 ' 3 _
v Gumpgookies UHSG 65 52.29 9,89 o B
- (26) . UNB 21 52:38 - 10.74 .
o . UNG 24 55.21 -9.08 oL S -
- . . [ - :
Year 3 - . UHSB . 38 56485 10.56 37
. Gumpgookies " UHSG |, 37 . 54.42 11.35 21
-(26G) ' UNB + 18 59.74 7.89 _—
UNG 18 ©62.11  6.14° - .
RHSB- =~ 74 53.73 11.14 —
RHSG 61 56.28.  10.48 -
Year 4 ‘ UHSB - 43 49.89 - 9.00 ... 19 =~ 11
Gumpgookies  UHSG 44 © 52,93 .. 6.70 - -23 17
(4G) =+ - .- _UNB - 21 50.42 -, 10.68 -=" . -
' UNG .25, 54,50 . 4.10 @ - S
RHSB- 74 53.32 ° 5.29 - 56 -
_ . RHSG . 60 54,34 5.13 - © 23
o ' N RPB ., 40 ' 50..00 7.65 - -

o \ . RPG . 34 . 52,91 6.24. -= —

. . . “
[} A

©

Note. Decimal points omitted. Underlined éntries significant beyond ’
the 05 level two ~tailed. S




\ S : -B10-

variance is'shared_acrosa years, the pattern of intercorrelations of
Gumpgookies with other variables could be quite different each year,
possibly'indicating developmental changes“inithe meaning of achievement
. { motivation during early childhood.

Schaefer Task ‘Orientation. Means, standard deviations, and stability“

e

coefficients for this score are presented in Table.b4._'Mean scores:fnhile
generally toward the high end of the scele,.were sufficiently below the .
maximum possible score of ‘23 to provide adequate neasurement.'“Although
Year 6 mean ratings for white/middle-SES girls were‘higher,dratings for'
the othbr Subgroupa were lower (eiccept for rural Head Start boys' which
‘remained atkthe same relatively low level), suggesting either a decline ‘. ; -
in the children s task orientation or thev application of stricter standards'
by teachers in the higher grade level Unlike first grade where there was
a race/SES difference only- for boys, in third grade the difference-was .
present also for girls (t = 4.59, df = 91 pf( Ol) Again black girls '
were rated higher than boys, in the urban and rural sites. In Year 6 a
. oo 'significant sex differénce for the white/middle—SES Lee“County sample also
emerged (t = 3 37 df 69, pg(.Ol). Earlier Longitudinal Study findings"
| (Emmerich l97l) indicated sinilar sex differences in obseryerkratingsrof

13 ) . . ) ¢
free play behavior in urban preschool classes.

S -

Stability coefficients for all except the white/m1ddle SES subgroups ‘

iV

,were reasonably high considering that different teachers at a more advanced |
grade level might after a. period of two and'a half years be ekposed to
quite different child behaviors. Combining over- all subgroups in the

- ‘current sample the stability of the Task 0rientation score- was about .40,

|
s . . . PR R . . ; . ‘
|
|
|
|
|




< 'H"-Bl'l" - . k . ‘ ;’
T : , ‘Table B4 ;
Corpelétions Amoné Méasures of Achieyemené Moti&ation‘ N
Min © ap . 4SO 6S 4P
n M SD 26. - 3G 4G 70 - ¢ TO T
- jear 4 . UHSB 46 16.23  5.67 14 16 02 <
Schaefer UHSG * 43 18.67 5.52 18 19 -30 .
Task ~ _RHSB. 74 14.88 6.58 -~ . 30 - 18- . L.
Orientation RHSG 59 . 18.48  5.63 - 3 13
(48-T0) UNB 22 - 18.65 5.26 - - 04
_ UNG 24 20.41  5.02 27 - == -08 .
RPB 34 20.77 4.95 = -- L - 24
RPG _ 34 20.65 .5.22 - - . 21
Year 6 UHSB 46 13.29 5.24 05 13 20 28
Schaefer . UHSG.' 44 15.85 6.15 -05 13 ) S ~-11 - _._5_%
Task RSB 71 14.92  5.97 -~ 16 12 30 |
- “Orientation RHSG 60 - 17.77 ~6.31 . -- 42 .. 09 .37 L
(6S-TO) (UNB - 21 14.79  5.75 27 Co—= T 32 33 - - :
- UNG 24 18.34 6.28 ° 57 - o6 - . 42 .- A
. ) ‘RPB 38 . 19.“07 4,84 — - .z."lO‘ . I_F)— o e
© gpg - 33 22.38 " 3.38 -~ == 13 o0
Vear 4  UHSB 46 261 .71 <11, . 21 30 09 19
School UHSG 44 2.59 .75 =06 -17 = 04 =17 . _ 04
. Perception RHSB - 72 . "2.36 .84 -—c . 21~ 29 05 19
‘Iteml  RHSG 59 - 2.49 .83 -~ 23 22 -03° . 26 . :
(4sP-1)  .UNB ‘21 .. 2.74 .62 _— - .01 -08 16 o
Y. wNe 23 2,70 .64° @3 --  °-13. 22 08
" RPB .38 . 1,95 .92 <= T ‘17 -01 "12
RPG 32 2.2 .93 *. == - 18 . 29 20 -
“Year 6©  UMsB 42 3,37 .88 07 08 ' 08 -08 -1l 07
"~ 8chogl UHSG 43 3.32 .87 30~ 24 . -16" o, 04 21 - =09 L
Perception RHSB 65  3.61 . .74 - _ 12 _ 10 . 08 18 40 :
Item 1 RHSG 63 - 3.58 .77 — o5 /11" 33 15 36
© (6SP-1) UNB 20 " 3.64 .. .76° _ = 10 21 36 - -19
L UNG .22  3.47 .80 -16 . -- . 24° 12 -01. 02 "
_RPB 31  2.84 .81 i . == =03  -06" ., 50 15
RPG 31  3.15 .87 = -— - [0 -22 .. 01 -08
- . ‘ -,:y', v N . }\.. P
Note. ' Decimal points omitted. . Underlined entriép.significant‘beyond the .05
i level, two-tailed. : Y ! o . o 3
o s .
- Ji4 : )
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On a different version of the CBI Schaefer (l\?Qi found a stability of .52

" for the Task Orientation score. For the white/middle-SES subgroups, however,-
scores in Years 4 and 6 were not significantly correlated. This.is in part

due, at least for white/middle-SES girls, to the high mean level and low\yari-

~
ation-in Year-6.ratings. These differences in stability coefficients by race(

>

-~SES ‘also may reflect less change in child behaviots in school for the low-SES ‘

[y

group or less sensitivity in teachers to perceiving differences in children of

a different status -level than themselves accompanied by greater consensus in the

v £

variables teachers use to make their'judgments'of low-income black children. .

’

‘School Perception Interview-—Item 1. Means,'standard deviations,. and

'stability coefficients for this item also are presented in Table B4 Recall -
that in Year 4 a 3-point scale was used, while a 4-point scale was used in
Year 6, thuslthe apparent increase in means is simply an,artifactv In both

years scores.were negatiyely skewed, indicating generally positive expressed

.

attitudes towhrd‘School. In Year‘6 in Lee County black/low-SES boys again

- indicated they liked school better than d1d White/middle-SES boys_ - (b 4, 48

df

94%-23(.01), and the same pattern was truekof girls in Lee County -

(t = 2.34, df = 92, Eg(305)ﬁ This may signify greater school.enioyment by -
black children'or that white children siaﬁly felt more comfortable eipressing¥ -

dissatisfaction to an adult tester at schools-‘Thejcross?year\stability
. ST T . ! '

coefficients wereisignificant only‘for'childrenhin the rural'Head;Start o
sample, but as noted previously, stability coefficients may lack meaning for

such skewed distributions. - , o (O -
E_lnterrelationships‘Aﬁong Measures of Achievement Motivation o1 ' ’
- Ihe acrossfyear shift in meaning of Gumpgookies scores is suggested in

Table B4. There was no significant positiVe'correlation between Year 4

N o o o

A

115
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Gumpgookies and either Year 4 or Year 6 Task Orieqtation ratings in any |

of the eight subgroups. Whatever it was that Year 4 Gumpgookies was

measuring, it was not related to teacher Judgments of task orientation.

8

While there were scattered significant correlations, reported school enjoy-

‘ment (School Perception Interview——ltem 1) in Years 4 and 6 was generally

unrelated td ‘the other measures of achievement motivation.

‘Brown scores for Years l‘through 4 and the similar ceiling problem with

Relationships AmongﬁMeasures of Self- Esteem and Achievement Motivation

N

Correlations between the measures of self—esteem and achievement

motivation are presented in Table B5. Due to the ceiling problems with the

. both items from the School Perception Inferview, it was not surprising to

find generally low correlations for comparisons that included these

*

measures. An evception to this generalization was the relationship of the

Year 2 Self—Referent score to Year 2 Gumpgookies responses and the relation-

ship of the Year 6 Mother-Referent Self-Esteem.score to responses to the e

Year 6 school enJoyment item (School Perception Interview--Item l), with

significant correlations in three out of the four and five out of the eight

< -

subgroups, respectively. However, response to Item 1 was not related to
. : _ A

the Coopersmith Self—EstfemoInventory 1CSEI) scopes. Performance_on the '

.
-

- CSET was significantly "related to the Year 6 Schaefer Task Orientation

ratings, although there was some variation in the pattern of relationships

R
/

across subgroups. ' While there were a number of significant correlations

with Gumpgookies withinrand ,ACToSS years, there was little consistenf

et ma e [P s

.

: patterning in ‘the results. In-general, then, there was an indication that

i s

at least within Year 6, self-report measures of self- esteem and achievement

“

motivation show a moderate degree of relationship, with teacher ratings of .

task orientation also related to self- repotts of self-esteem. 7 B

ej ‘- ) : 116 . ’, '..' | “
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. Min. s 2 2T Y k2] 48 AT 68 e ‘i: o5 &« -

< Yesxr 2 Uml“:g 62 10 E 27 03 -04 -02 -06 07 - 17 ~-16 =09 04

Cumpgooki . 85 19 k " 30 1 06 04 - -08 19 29 a 22 2

RPROCKIEE - unp 20 10 - 27 - 34 — - 2 ry R — -39 =

UNG 2 -3 . W - 2 -n -08 04 ~20 04 -21 -15 13

i e N » X

Year 3° UHSB 3 701 13 -10 20 . 25  --03 16 -17 =16 . -02 20 | ~19
UHSG 32 29 40 20 ~01 03, 08 - - 17 12 14 ° 713 12 . 14 |
Cumpgookles . pycy s6 32 .06 - 1 .at 06 08 . A3 .33 . -23 .18 26 |
RBSG 56 3 18 - -20 .12 ~04 - 19 08~ 05 04 -21 32 |
* Year 4 ' ~umsB 59 32 "0 06 % . 05 T -02. 18 2 . -02 4 2. 29 |
GCuspgookies  UHSC 50 oc 15 28 o1 07 -02 -17 04 12 0 .02 |
—rt misE . 64 - 23 -0l - =01 20 06 . 28 23 10 - o8 22 .

; RHSG 64 15 25 Lo -04 - 0§ 00 - -04 -02 ~02 c=21 2

UND L A -— -24 27 w250 =05 02 07 .~ -20 . 00

UNG 20 =53 -97 - ' -1b . 08 <7 el 122 . 10 ~19 -02 -18

RPB 25 -09 20 27 17 52 24 23 18 A . 20 10

xro 22 12 L1} - 12 *09 "I 22 210k 09 . 21 21
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Scheefer UHSG - 52 07 23 30 -19 . -21 - 23 - 12 28 19 08.. =01 rY]

Task | RHSB 65 10 10 ° — 06" 13 - 23 - 26 . 1% . 19 12 14 25
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. i . - - - L]
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Schaefer UHSG 55 11 12 - 03 00 -1 17 - 15 14 19, -03 ! A3 |
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' the’Raven
‘ children from Lee Coumty (see Table B6).
'_into school, and the’ child s early grade school experiences) is beyond the
.Scope of this report but is a prime area for future research

ﬁTable B6.

Characteristics of the Cognitive—Perceptual Measures

]

The cognitive perceptual measures generally had high internal con-

’ sistencies and moderately high stability over time, however, predictioéns

K

from the first-grade Reading and Ma{h scores were poor for urban low-SES boys;

RPN . .

SES differences'in_performance were particularly evident on the academic

v

‘achievement measures, and apparently increased with time in school. In
. . ‘

¢ f . ) C

all samples,,girls obtainéd higher Reading scores in- first -and third grade,

©

but, although in the same direction 1, MO. significant sex differences were

IS -

‘obtairded for the Math score; sex differenges also were not evidenced for

2de

o o
. 1
-

Within the Head Start samples children from the combined urban sites

.consistently got “higher scorEs ori the cognitive—perceptual measures than

This-difference was particularly,

large fqrvthe Year 2 PS] scores .(over one standard deviation),'when»only

Q

the urban children had attended Head gtart, and was less” than half a

1

standard deviation on the Year 6 measures. Further analysis of the “differ-

ence (e.g., its relationship to specific Head Start program, age of entry

7
+ v

g 3

Means, standard deviations, and correlations for

N

Preschool_Inventogz;

s

- > -

the PSI (and all the other cognitive—perceptual measures) ‘are presented in

.

With the possible exreption of the rural: "Other Preschool" sample,

I

. no floor or ceiling effects were encountered, and the scores approximated

normal distributions. Althougn sex differences in the urban low-SES and

a . - s

¢

rural middle#bEstamples were not significant for either Year 1 or Year 2,
there were significant sex differences in the rural Head Start sample. Thus;
,"‘.‘ . € :

- ’ »

.

=
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a : Méany, Stundard Deviations, anl Correlations Among Cogulcivn-l‘urccptunl"Mens‘uteu' . : "
. * ——— = —. = ) 1 L ) oy b N - )
o - Min. M «  sp Yr.l Yr.2  ¥r.3  ¥r.3°' Yr.4- Yr.6 Yr.4  ¥Yr.6  Yr.4 o
o n PSI PSI ST Metro,  Read, ; Read, . Math Math . Kaven e
Year 1 PSI uiuss . 76 22,68 8.51 : ' ~
ulisG 64 25.17 11552 U . P
. ) ‘RSB - 76~ 7 21.66 9.08 ' : @ & .
. . : RHSG 67 25,01 . 9,32 y 5 . N : R
: UNB - 26 23.88  B.15 - . [ ‘ o,
UNG 32 26.47 . 8.64 : . L - : I
RPB . 36 39.92 9.87 ‘ . . Lo , .

‘ XFG 28, 41.29 7.89 : . : - ' ,
Year 2 PSI UHSB 67 38.01 8/.89 a8 . - . %
o " . . UHSG 60 40,94 .49 88, : , .

) NHSB n 26,71 9.98 66 2 - . -~ .
. RHSG 63 30.45  8.86 59 ° >
UNB 22 . 36.64 . 3.09 10
UNG 27 40,33 - [8.53 49
RPB 35  .50.03 /8.02 LX)
RPG 27 ' 50.28 19,47 g2 - . -
. - . 8. 12 ‘ . . ,
Year 3 PSL * 'RHSB 74 46.29 6.81 66 - 711 p i
S RHSG ‘65 47.27°  6.08° a7 3 o
RPB A 56.08 497" .59 34 ;
rRe¢. ' 47 57.74 - 4.82° 61 7% » . .
. : . / R 1
" Year 3 Matro. UHSB 46 48.89  14.33 11 .25 ¢ ! X
Readiness < JHSG 46° 55,11 © 17,15 55- 74 - & L
RHSB - 69 40.67 14,16 kYA ‘53 56 -
. RHSG | 64 43.57 13,23 26 52 46 g ‘
’ “UNB 17 47.41  15.69 - = = :
UNG .. 22 50.68 13,95 - = = o - . “
Year 'k Coops. ~  UNSB 35 - 2L.30 . '9.86 ° 08 .16 - -08 - ' . C C.
" Reading . . UHSG 33 25.86  11.43 38 25 - 36 . . - F - . v “
» RHSB 62 18.03 4.32 25 28 19 FENI-I oo
RHSG 61 19.65 5.23. 25 36 a2z o+ )
A UNB 20 19.15 - 3.83° - -, == - . i .
. .uNG . 20 21,33 '8.79 - == - T a ) -
‘REB 28 31561 10,55 63 59 -— .
RPG 26 35,48 9.73 65 572 - )
" Year 6 Coops. * UHSH 51- 24,65 - 7,93 . 29 - ﬂ -12 M ¥
. Reading - e UHSG , 41 29.97 8,43 53 - 67. 47 B .
L. s o - RHSB 74 23.11 8.10 48 37 3 4
’ " RHSG 62 26.34 .  8.58 iz 4z 5. ™ 35 o .
: _ UNB 23 . 26,32 7.53 . - -- - = . L b
o . uNG 21 30.69 6.54 32 - 50 09 :
" RPB 337 37.22 7.48 59 34 - 69 - ?
. RPG ,27 42.06 5.27 75 60 - 69 - ) -
Year 4 Coops. .UHSB 50 30.82 9.54 - 22 -~ - 17 3 05
Math ’ UHSG 39 132.82 - 10.10 34 - 50 81 . 41
, RHSB 68 ' 28.47 7.34 .25 50 T 53 a8
s . " RHSG 58 30.95 6.76 63 52 28 - 546,
R . - UNB ~ - 20 32.45 4.25 - “ —_— — — , . —d
A S 22 33.88 8.70 - -z - 28,
Y ] 33 4147 6.95 : 63 — 65: TS 5
. ' RPG 27 42,32 7.04 13X, 7. -— 75 ¢+ &8 ’ g
". Year 6 Coops. ulisB 55+ 28,47 8.07 08 45 0 - 56 19
Math . UHSG -~ 41 30. 46 9.19 39 48 34 §7 42 .
RHSB - 74 27.62 8.60 49 4% Wy 61 . .60 @
, » KISG 62 . 28.55 7.72 47 40 4~ 66 46 .
' . UNB 20 30.61 6.20 36 .= a1 36 -18
- e ¢ 20 32.42 " 6.96 35 - 53 - 53 32 30. .
RPB* 33 . 45.24 9.28 54 10. 40 = ) 74 . 36 .
. - Reg 28 46,46  8.51 31 65 63 - 54 56 . 8L ; o
. . . - i " - g . . .
Year 4 Raven UHSB 53 - 15<41 3.26 .04 24 - 24 -28 140 05 " 25
' ~ unsG -~ 43 15.42  3.70 31 37. - 49 -11 43 . 06 3 .
e RHSB - 74 . 14.33 3.29 35 &% 39 37 1 ; 36 39 42 :
: ’ RHSG 63 14.25 3,17 . 16 27 22 20 1 22 "2, s ' ‘ ]
. UNB * 22 15.68, 3.77 24 -7 e- - - 28 - C 43 . .'
v, UNG 20 15.64 3.0l &«8' 00 -~ .18 - 41 03 . 03 - L
v *  reB 33 . 20,32 5.65 %8 54 49" -~ 62 36 68 45 i e
S RPG 27 - 19.74 3,92 36 59 59 - [y 48’ 58 62 | o
Year 6 Raven - UHSB, 54 20.20 4.31 17 14 - 32 -22 a 2. 33 50 ° ]
s . UHSG 43 20,83 . 5.32 : 50 57 -- 53 11 57 . 5% , 5 -~ S
isa 71 ° . 18.26 4.31 29, 33 21 32 44 517 B> 86 3
* .  RMISG - 63 . 17,28 3.95 ¢ 08 - 37 a2 24 28 37 N 50 56 -
" uNB 20 20,59 3.87 o .13 = - 32 01 30 2% W
’ UNG . 20, 19,88 4.40 14 07 - 43 . 15 26 25 10 35
: - . wy 33 24.80- - 4.59 49 49 57 -  1n 41 0 ., 6L 66 -
AT . re¢ 28 26,34 5,21 58 a ., &, - 80 . 81 (£ 28 8 - .
. . R ., X * o - . s

o

T
.

;‘ig_g_-.‘m\.cimul polints caftted. Underlined entrics signiffcant beyond the .05 level,'tldo-talled.
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in Yearsvlland 2bgirls in the rural Head Start sample did better.than‘boys
> ' | |
t

- 2.17, d4f = 1417 p<.05, and.t = 2.31, df = 132, p<.05). Hokever, in.

o .

R (

the Head Start year in the rural site this sex difference-was no,longer

D)

evidenced. This apparently represents a” temporary Head Start.effect, since e

0 - P Yte
® P -:J . 2

oo girls -were -again. equal or superior on -the later cognitive—perceptual measures.
: !

. g - *
Consistent w1th previous findings, s1gnificant SES differences were evident

-, .

in all three years.‘ Stability coefficients were-generally high-as were

(=N

coéfficient alpha estimates of reliability Thus, as has been found pre-

a -

o

@

viously (e g., Walker, et al., l9]3), the P-1 is a highly reliable preschool

achievement test. . N B : T,

Cooperative Primary Tests-—Reading, While no ceiling effects were en-“

e

o

".vcountered floor effects were observed in first grada (Year 4) - With: a 50-

v

, item *hree-choice test, the mean score of a group of,children making strictly

random guesses would be 16.7. - As can be seen in Table B6, a.number of the -

‘means are close to this chance level. The reduced standard dcviations in' N

B

) the two. lowest scoring groups (black/low—SES urban«and rural boys) pro-

» - N
-

vide additional evidence of the floor effects. Although none of the _sex:

differences in Year 4 (all favoring givls) were significant, in Year 6 L vij
girls obtaineo significantly higher scores than boys in all samples.
In Year 4, alpha coefficients in the urban samples were high ( 89 and i /
.92 for boys and girls, respectively), but in the rural Head Start sample " -
they were only .37 for&boys and. .62 for girls. For Year 6 Reading scores,
however, alphas were over ,80 in all subgroups. ;Except for the*white/
i middle-SES sample, stability coefficients Were low. " Indéed for black )

0

boys}in the urban Head Start sample the correlation was negative (— l2)1'_

14

i
Mean9~shguld not’ be compared‘across years since the items were different

4

L
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. in'éach.year. Hoﬁever, comparison withlthe mean for the national standa;d-’

'izationisample (24 S;ISD =9, l] for first grade and 34. 5 [SD = 8*9] for - s

* third grade, ETS, 1967) provides evidence of the familiar "fan spread"‘

N -

phenomenon with children in ‘the black/low-SES groups falling further be- o

s
“

hind as they get older.

¢ .

Cooperative Primary Tests-—Math The Year 4 scores did not have:the .

serious floor problem that the Reading scores had." The lowest mean (28.5

kg-.for rural Hedd Start bbys) was‘well above‘the chance score of 18 on this

»

55 ~item test (60 items in Year 6) ~ There were no significant sex differences

K4 .. .

. J .
. v . in either year. Alpha reliabilities were generally in the 480 s. Stability - o~
. & * %
'coefficisnts were moderately high except for boys in the urban samples

._u »
: 'where it was only .19 and 18 for the Head Start and "No Preschool" groups,

respectively The mean of theénational standardization sample was 35. 6
_— (_Q = 8. 2) Eor the first grade scorés and 39.4 (_D =9, 0) for the’ third

grade scores. " Thus, in math,.too, there was evidence of blacél&ow—SEq’ ‘iJ;
: . ;s . . . ) "

c, ’ : < C oo - "% n i .
.children falling further behigd : v' . .
g . S Raven Colored Progressive Matrices “Scores approximated a normal
. . ” . ) )
@ »distribution, and no f100r e} & ceiling effects were encountered ' There -

- lwere no significant sex differences in either year. Consistent ‘with- pre—'

vious findings, significant SES differences vere obtained in ‘both years.

“

- Alpha reli bilitiessacross subgroups were in the .70's to low 80" s.'
h ~ . . y . : : I . ) ¢

» . . - . -

> - Stability coefficients.were all significant,and fairly substantial R

(. 35 -to .66)

. Relationship Among CognitiveJ%erceptual Measures ’ $ T V S .

. ‘ga While not one of the ‘meéasures used in the predictive analyses in the

main body of this report, means, standard deviations,“and correlations fpr v

, - » -
. » . &
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T /” . the'gronp—administered Metropolitan Readiness Test are also included in . ¢

"Table E6 for comparison purposes. PSI scores from Years 1, 2, and 3 were
generally predictive of subsequent achiévement in basic school skills,,"”'

‘. - '_with higher cortelations to achievement in Year 6 than in Year 4 however; ‘ -

*

Year 1 and 2 PSI scores were poor p\edictors for boys in the urban Head

_—

- .

° ¢ . 7 Start sample, correlations of Year l PST. with Lhe Year 6 cognitive-perceptual
. 2 " T -
scores ranged from -.07 to lS while correlations ‘from the Year 2 .score.

s - ' "\

W

N 'f . ranged from 08 to\%29. Thus the best,correlation for thts-sample of urban’ ,
e ¢ : . g : .
AR boys accounted ‘for lESo than 9% of the variance in the Year 6 scores. The S

e

intercorrelations of Year 6 Reading, Math, and Raven scd?es were gene“ally
., - i
‘ sigﬂificant. Both within and across years the cognitive-perceptual measures '

'Qwere mos* highly correlated within the-white/middle‘SES groups. .

v

.. o Although Year 3 Metropolitan Readiness Test scores were predictive ' -

4

,,f’q" of third grade achievement for u?ban boys, Year 4 achievement scores failed
a ) < -

! B to‘predict~subsequenr achievement. A similar lapsexin prediction in low- .V
','O'- * e
e ' income, urban boys was noted by Pusser and McCandless (1974) In a longi-

5
- ;

tudinal sample of low—SES children from Atlanta they néted the failure of . - '%
preschool verbal facility scores (teacher ratings and Peabody Picture .

< 1

*Vocabulary Test~scores)-to predict;first-grade achievement (Metrépolitan'v«
. Achievement Test) for boys,“With a re overy of prediction for second-grade

o

- Metropolitan Achievement Test scores., They attributed this lapse in pre- L .

@ ~

N -

S - diction to the 'public school shock" that agressive young boys, especially

[ 9 ,‘

\ - < : v s ; .
young black boys, encounter when they begln traditional passive, obedience- .
" oriented first grade. * 7 PR o R . e :
-~ ~ . i . N . . . o Py . T
. . . . B > . - © ! - T
Combining’oVer all'subgrOups,,Year_Zn?SI scores related about .60 with Cli
N ' ' R s . et ’ -

third-grade Reading,and‘Math'scorész These values are.cémparable to the
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> predictive validities of early cognitive~perceptual measures obtained in 4 oy
other longitudinal studies. Fohn and Rosman (l974) reported correlations

of(.6l from scores obtained by kindergarten{boys on bhe Stanford-Binet to ' .
. . . N ,- . 1 4 * © -3 ’

Reading and Math achievement scores in second grade, while Pusser and

'McCandless (1974) obtainedfcorrelations between their verbal facility
factor and second-grade achievement of .36 and .55 for boys and girls,

. e N -

rcspectively. As aufurther check on validity of the PSI, correlations\to
. —~Year 6 achievement from Year 2 scores on the Peabddy Piqture Vocabulary
[ EN [
Test (another preschool cognitive measure that has been extensively used

o] ~ <

a

in prediction studies) were found to be nearl§ identical to predictions from
" " - ° ’ / ' . -
) the PSI. ‘ v o _' © -

: ~
> o oo .
. .. . .

. o / . ) - . :
7 /" For the rural samples, Year 2 PSI scores#correlated with the achievement

measures at least as well as the PSI scores cbtained one year later. PSI
" l

performance was significa ly related\t\JYear 4 Raven scores in all sub-’ .
'l A T
o groups except for the small group of ﬁrban black girls who did not attend o

’ TSN

o preschool but for rural Head Start girls and urban boys the correlationg

. -

were only in the .20's. » PSI scores failed to predict significantly Year 6

o ‘(

Raven scores for-both ‘the urban "No Preschool" sample d urbdn Head Start
bbys. Correlations obtained for PSI scores with Year‘:r

and Year 6 Reading’yf: ; -
and Math achievement 8cores and Ravensscofes were consistently higher for _‘
) y . the white/middle-SES chilgren, reflectin the greater validity of these '
. . ". A a

’ . . -~ »

. measuresAfor estimating the ability of middle-~SES children to acquire basic

4+ academic skills. Since‘the regression slopes'were not pafnllel vprechtions

[ o

that attempted to use the - regressionfequation from the white/middle-SES
. children to predict achievement scores for black/lower-SES childgen . /2/\.,
‘ (or vice-versa), or that used a common regression equation, would lead to -

. . . . ) ) \"\ A
o " . ' . . ) * ° B -
o .. . . R ’ . A . Y
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o

. samples.

" lated with Raven scores in Year 6 but not in Year 4.

L 21— - o

-

Lo i ) Co. . ¢
less than ¢ptimal and‘possibli inaccurate predictionms.
Year A Reading and Math scores were Significantly correlated for all

subgroups% Considering the other'characteristics of .the %Ear 4 Readiné

scores in the urban sample (e.g., the. low correlations of the Reading
score with both the prior PSI and the subsequent Year 6 Reading score),
the intercorrelation .of the,Year 4 Reading and Math scores is suspiciously
o X .
. _ ‘ . ) ,

high, and may be caused by some sjstematic response bias that operates in

some children on both scores (e.g., a tendency to guess when uncertain)$

o

The Year 4 Reading score also was not significantly correlated with either

_the Year'4 or Year'6 Ravenﬂscores for both boys and girls in the urban.

- - N ° o 7

For rural Head Start children, Year 4 Reading scores were corre-

.
. 1

Further analysis of
the Reading sgore iséneeded, although for low~SES black urban.boys it seems

e

of very dubious value.» The Year 6 Reading score wasasubgtantially corte- °

.-

lated with the Year 6 Math ‘score in all subgroups. -

With the exception of

the- small urban‘"No Preschool" samnle, the Year 6 Math score was signifi-

<

'cantly correlated ‘with Year 6 Raven scores.

a

Invbotthear 4 and Year:6

/. L]

. : . S p y- ° . :
Raven performance for the rural samples tended to have higher concurrent
‘ . . . ) . . < .

a

” Q . . T ’ )
gorrelations with Math scores than with Reading scores; this was not.true

1

¢ ) ) . .
for the urban samples; ’ A .

5
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- Appendix C

- List of Abbreviatidns
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C (or CSEI)
CBI
¢
M
Math
Metro.
PST °
Raven (or RPM)
- Read. -
s

SP1 -
5P21

S—FO

Jyt

-C1-

-

List of Measure Abbreviations .

Coopersmith Self-Esteem Inventory

' Schaefer- Classroom Behavior Inventory

Gumpgookies

Self-Concept Referents Test -
+" Mother Referent: Self-Esteem score .

Cooperative Primary Mathematics Test
Metropolitaﬂ%Readiness Test o

Preschool iﬁventory

Raven Colored Progressive Matrices

. Cooperative Primary Reeaing Test"

Brown IDS Self;Concept Referents Test -
. Self-Referent: Self-Esteem score

School Perception Interview - Item 1
School Perception Interview - Item 21

Schaefer Classroom Behavior Inventory:
Task Orientation score

Brown IDS Self=-Concept Referents Test -
Teacher Referent: Self-Esteem score:
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List of Subgroup Abbreviations

“‘Urban Head Start boys
- Urban Head Start girls -~

Rural Head Start boys
Rural Head.Start girls
Urban No Preschool boys -
Urban Nvafeschodl girls ' o e

‘Rural Other Preschool boys

Rural Other Preschool girls.
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In all cases the number preceding the letter COde refers to the year
of the Longitudinal Study in’ ‘'which the measure was administered '




